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　本論文で取り上げるのは、アメリカ女性大学人協会（American Association of 








の外部でも成功事例と評価され 1、プロジェクト終了後の 1965 年以降、協会州管区に
よるボランタリーなプロジェクトとして継続・拡大され、結果として、1960 年代の
アメリカ女性大学人協会を代表する女性の高等教育振興運動となった 2。実際、同協






























































































　（ 1 ） 1957 年の時点で、大学数は 1,937 校である。大学数で私立が 65％、公立が
35％となっているが、全教員のおよそ 50％が公立大学に雇用されている。大
学全体の、約 4 分の 1 がジュニア・カレッジ（短期大学）である。「大学院
の教育あるいはプロフェッショナルの教育が提供されているという意味で、
真の大学（true universities）は、全体の 10 分の 1 に過ぎない」15。
　（ 2 ） 四年制大学全教員（150,846 人）について、その取得最高学位を見ると、博士
が 37％、修士が 38％、プロフェッショナル学位が 10％、学士が 13％、大学
学位なしが 2 ％であった。
　（ 3 ） 大学教員の俸給（ 9 か月ベース）の中央値は、以下のとおりであった。すな






　（ 4 ） 過去 10 年間で、女性は、修士号取得者の 3 分の 1 を占めるに至った。ただ
し、同期間の博士号総数（75,000 件）を母数とすると、全体の 10 分の 1 に
も満たない。「1956 年に 727 大学を調査したところ、このうち 5 分の 4 の
大学が、教員として女性を多数採用する用意があると答えている」17。
　（ 5 ） 現状では、四年制大学に新たに雇用される者のうち博士号を取得している者









































































































防教育法の最初の 4 年間の事業の結果として、以下の四点を明らかにしている 29。
　（ 1 ） 全体の約半分が人文学 / 社会科学の二分野の受賞者であった。
　（ 2 ） 受賞者は南部（特に南東部）の地域に集中している。
　（ 3 ） 女性の受賞者は 7 人にひとりであり、この比率は、博士候補生全体の女性の
比率より低いが、国防教育法以外のフェローシップ受賞者中の女性の比率よ
りやや高い。
　（ 4 ） 受賞者の過半数が既婚であった。この数は、博士候補生全体の既婚者の比率
とほぼ同じであり、かつ、国防教育法以外のフェローシップ受賞者中の既婚
者の比率より高い。






博士号生産性 1960 年人口 1959 年度1960年度 1961年度 1962 年度
全地域 100 100 100 100 100 100
ニューイングランド 10 6 7 7 8 7
ミッドウエスト 25 21 14 16 16 17
五大湖 26 20 11 15 16 18
大平原 9 9 10 11 11 11
サウスイースト 9 22 27 23 23 21
サウスウエスト 5 8 9 9 8 9
ロッキー山脈 3  2 8 6 6 6
極西部地方 13 12 14 13 12 11
出典：Laure M. Sharp and Others. Study of NDEA Title IV Fellowship Program. 






































































　1961 年 6 月、アメリカ女性大学人協会の最高責任者であったトンプキンズ（Pauline 
Tompkins, 1918-2004. 当時の役職は General Director）が、三つの財団の代表と面会し、
カレッジ・ファカルティ・プログラムについて説明する。その結果、カレッジ・ファ




　（ 1 ） 35 歳以上の、学士号以上を所持している女性が対象。フルタイムで就学する
こと。南部 11 州（南部中等学校・カレッジ協会が管轄）に居住する女性に限
定する。なお応募者は、アメリカ女性大学人協会の会員である必要はない。
　（ 2 ） 受賞者は、アメリカ女性大学人協会側が選定・協定を結んだ大学の中から、
自宅から通学できる距離にある大学を選ぶ。カレッジ・ファカルティ・プロ
グラム候補者の募集と受賞者決定はアメリカ女性大学人協会がおこなう 36。












































































という幾重にも亘る限定があったにもかかわらず、初年度（1962-63 年度）は 108 名
の応募があり 17 名が受賞した。カレッジ・ファカルティ・プログラムへの照会数だ
けをカウントした場合は、1962 年 6 月 30 日の時点で 1,169 件を数えたというから、
やはり多大な反響があったとみなしうる。同様にして、 2 年目（1963-64 年）は応募
数 198 件、受賞者数 44 件、最終年度（1964-65 年）は応募数 202 件、受賞者数 65 件
であった 42。
　 3 年間を通しての受賞者の属性をいくつか挙げてみるならば、平均年齢は 42 歳、




























オーバーン大学 アラバマ州 Auburn University
ジャクソンビル州立カレッジ アラバマ州 Jacksonville State College
アラバマ大学 アラバマ州 University of Alabama
マレー州立カレッジ オクラホマ州 Murray State College
ケンタッキー大学 ケンタッキー州 University of Kentucky
ルイビル大学 ケンタッキー州 University of Louisville
クレムソン大学 サウスカロライナ州 Clemson University
コンヴァース・カレッジ サウスカロライナ州 Converse College
サウスカロライナ大学 サウスカロライナ州 University of South Carolina
エモリー大学 ジョージア州 Emory University
ジョージア大学 ジョージア州 University of Georgia
ノーステキサス州立大学 テキサス州 North Texas State University
南メソジスト大学 テキサス州 Southern Methodist University
テキサス A&I カレッジ テキサス州 Texas College of Arts and Industries
テキサス・クリスチャン大学 テキサス州 Texas Christian University
テキサス女子大学 テキサス州 Texas Woman's University
－ 13 －
アメリカ女性大学人協会による女性大学教員養成プロジェクト 
トリニティ大学 テキサス州 Trinity University
ヒューストン大学 テキサス州 University of Houston
テキサス大学 テキサス州 University of Texas
ピーボディ・カレッジ テネシー州 George Peabody College for Teachers
メンフィス州立大学 テネシー州 Memphis State University
ミドルテネシー州立大学 テネシー州 Middle Tennessee State University
テネシー大学 テネシー州 University of Tennessee
ヴァンダービルト大学 テネシー州 Vanderbilt University
ノースカロライナ州立大学（ロー
リー） ノースカロライナ州
North Carolina State College 
at Raleigh
イースト・カロライナ・カレッジ ノースカロライナ州 East Carolina College
ノースカロライナ大学 ノースカロライナ州 University of North Carolina
ノースカロライナ大学グリーンズ
ボロ校 ノースカロライナ州 
University of North Carolina 
at Greensboro
マディソン・カレッジ バージニア州 Madison College
オールド・ドミニオン・カレッジ バージニア州 Old Dominion College
リッチモンド大学 バージニア州 University of Richmond
アメリカン大学 ワシントン D.C. American University
カトリック大学 ワシントン D.C. Catholic Unicersity
ジョージタウン大学 ワシントン D.C. Georgetown University
ジョージ・ワシントン大学 ワシントン D.C. George Washington University
フロリダ州立大学 フロリダ州 Florida State University
ローリンズ・カレッジ フロリダ州 Rollins College
フロリダ大学 フロリダ州 University of Florida
マイアミ大学 フロリダ州 University of Miami
ミシシッピ州立大学 ミシシッピ州 Mississippi State University
ミシシッピ大学 ミシシッピ州 University of Mississippi
ルイジアナ州立大学 ルイジアナ州 Louisiana State University
ノースウェスタン州立大学ルイジ
アナ ルイジアナ州
Northwestern State College 
of Louisiana
テューレーン大学 ルイジアナ州 Tulane University
南西ルイジアナ大学 ルイジアナ州 University of Southwestern Louisiana
出 典：AAUW Educational Foundation. College Faculty Program, Final Report 
Appendix D. AAUW Archives, Microfilm Reel 132, VI:76.
　 3 年間で 126 人の女性の大学院入学を支援したわけであるが、この中でフェロー
シップの途中放棄は 10 名であった。カレッジ・ファカルティ・プログラム終了直後
の 1967 年 6 月時点で、84 名が学位取得（博士号 7 名、修士号 77 名）、現に大学で





アラバマ大学 アラバマ州 University of Alabama
ジャクソンビル州立カレッジ アラバマ州 Jacksonville State College
オーバーン大学 アラバマ州 Auburn University
マレー州立カレッジ オクラホマ州 Murray State College
ケンタッキー大学 ケンタッキー州 University of Kentucky
ルイビル大学 ケンタッキー州 University of Louisville
クレムソン大学 サウスカロライナ州 Clemson
コンヴァース・カレッジ サウスカロライナ州 Converse College
ジョージア大学 ジョージア州 University of Georgia
エモリー大学 ジョージア州 Emory University
ヒューストン大学 テキサス州 University of Houston
トリニティ大学 テキサス州 Trinity University
テキサス・クリスチャン大学 テキサス州 Texas Christian
テキサス大学 テキサス州 Texas State
テキサス大学 テキサス州 University of Texas
南メソジスト大学 テキサス州 Southern Methodist
ピーボディ・カレッジ テネシー州 Peabody
ヴァンダービルト大学 テネシー州 Vanderbilt
ノースカロライナ州立大学 ノースカロライナ州 North Carolina State College
ノースカロライナ大学 ノースカロライナ州 University of North Carolina, Chapel Hill
イースト・カロライナ・カレッジ ノースカロライナ州 East Carolina College
リッチモンド大学 バージニア州 University of Richmond
オールド・ドミニオン・カレッジ バージニア州 Old Dominion College
マイアミ大学 フロリダ州 University of Miami
フロリダ州立大学 フロリダ州 Florida State University
ローリンズ・カレッジ フロリダ州 Rollins College
フロリダ大学 フロリダ州 University of Florida
フロリダ州立大学 フロリダ州 Florida State University
ミシシッピ州立大学 ミシシッピ州 Mississippi State College
ノースウェスタン州立大学ルイジ
アナ ルイジアナ州
Northwestern State College 
of Louisiana
ニューオリンズ大学 ルイジアナ州 University of New Orleans
ルイジアナ州立大学 ルイジアナ州 Louisiana State University
南西ルイジアナ大学 ルイジアナ州 University of SW Louisiana
カトリック大学 ワシントン D.C. Catholic University
ジョージ・ワシントン大学 ワシントン D.C. George Washington University
アメリカン大学 ワシントン D.C. American University
出 典：AAUW Educational Foundation. College Faculty Program, Final Report 

























　第一期は、財団からの 3 年間総額 285,000 ドルの補助が約束されていたために、
あらかじめ必要な資金が確保されていた。協会のアーカイブズ史料によれば、初年度









500 ドル× 25（ただし半年分支給） 6,250 ドル
授業料
公立　225 ドル× 13 大学（ただし半年分支給） 1,463 ドル
私立　900 ドル× 12 大学（ただし半年分支給） 5,400 ドル
大学への教育補助金
公立　225 ドル（ １ 年分）× 13 大学 2,925 ドル
私立　500 ドル（ １ 年分）× 12 大学 6,000 ドル
総計 22,038 ドル
出典：A Program for the Further Education of Mature College Women for College 
Faculty: Budget for Use of $75,000 and Interest January 1  through December 31, 







第二期プロジェクトの 1 年目（1966/67 年度）への 1966 年 3 月 25 日時点での寄付
の状況である。









シカゴ・コミュニティ・トラスト * 2,000 ドル * 社会科学・生物科学限定
シアーズ・ローバック財団 1,500 ドル


































AAUW アビリーン支部 10 ドル





AAUW シアトル支部 2,000 ドル
AAUW ウィラパシフィック支部 100 ドル
AAUW ベリンガム支部 300 ドル
AAUW スポーケン支部 300 ドル
計 6,700 ドル
出典：Contributions to the College Faculty Program II Budget Sheet. Women and 
Leadership Archives, Loyola University of Chicago. Eleanor F. Dolan Papers. Box 
37, Folder3.









はわずか 15 ドルで、このままでは到底、1966/67 年度のプロジェクトは立ちあげる
ことができなかったであろう 48。資金的にこのような危うい状況は、結局、プロジェ
クトの打ち切りという結果にならざるを得ず、オレゴン州管区はわずか 1 年で、カ
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Reeducating Mature Women for College Teaching: 
American Association of University Women’s College Faculty Program 
in the 1960s.
Tatsuro SAKAMOTO
　This paper concerns the College Faculty Program established by the American Association 
of University Women in the early 1960s. Intended to support women 35 years of age or older 
with a bachelor’s degree who wanted to enroll in graduate school to pursue a career as a 
college faculty member, the program received a grant from the Rockefeller Brothers Fund, and 
its three-year pilot project began in 1962. This was a kind of fellowship program, though it 
was distinguished by the fact that it was limited to women, and “matured women” at that.
　Even outside of the Association, the pilot project was praised as a success story, and after it 
initially ended in 1965, it was resumed and expanded into a project to be taken up by each of 
the Association’s State Divisions. Ultimately, this movement to promote women’s higher 
education came to represent the Association in the 1960s.
　First, by analyzing the provisions for fellowships in the National Defense Education Act of 
1957 and the way in which fellowships were to be granted under it, this paper shows that the 
Act had a significant effect on the subsequent establishment of the College Faculty Program.
　Next, an analysis of how the College Faculty Program was established and how it was 
operated in practice is used to identify the kinds of people who were actually selected for the 
program among “women 35 years of age or older with a bachelor’s degree.”
　Finally, the paper ends with a consideration of the significance of the program in relation to 







































　（ 1 ）  創価教育学体系（以下、体系）の著者である牧口常三郎の考えに基づき、私
たちの創価教育学の実践研究について説明する。
　（ 2 ）  国際社会におけるインクルーシブ教育が提唱されてきた背景や歴史を振り返
り障害者権利条約に示された「インクルーシブ教育システム」の理念がわが
国の学習指導要領にどのようにデザインされたかについて確認する。
















































して、 3 つの調和を求めているものである 11。
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もたちのための




















　障害者権利条約は、2006 年 12 月 13 日に国連総会で採択された。わが国は、翌年























　（a） 障害者が障害に基づいて一般的な教育制度（general education system）から
排除されないこと及び障害のある児童が障害に基づいて無償のかつ義務的な初
等教育から又は中等教育から排除されないこと。
　（b） 障害者が 、他の者との平等を基礎として、自己の生活する地域社会（the 
communities in which they live）において、障害者を包容し、質が高く、か
つ 、無償の初等教育から又は中等教育から排除されないこと。
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インクルーシブ教育の理念と特別支援教育（1）
The Philosophy of Inclusive Education 
and Special Needs Education ( 1 )
― A Study from the Standpoint of Practical Research of Soka Education ―
Toshihisa YAMAUCHI　Yasunori KATO
　New Courses of Studies for elementary and junior high school, high school, and special-
needs school were announced from 2017 to 2018. As one of the central issues, improvement of 
inclusive education system of compulsory education and upper secondary education in Japan 
is mentioned.
　This philosophy cannot achieve its goal without changing not only the systems but also the 
view on human and disability of each person in our society.
　One of the real problems of the inclusive education at school is “Inclusive as just existing”. 
This is completely different from the original idea of the inclusive education.
　The authors have sometimes faced children who enter high schools of special -needs schools 
with secondary disorders caused by their loss of the opportunities to learn at elementary and 
junior high schools. The result is a major problem of the whole society, not only of the upper 
secondary education, the social welfare, and the stakeholders.
　In this paper, we give the ideas underlying the realization of the philosophy of inclusive 
education and the examples from the actual special needs education. In addition, as a clue to 
solving the problems, we add some consideration from viewpoints on humanity and education 



























































































































































































































































































　① 各教科・領域等の年間指導計画を作成する際、教育目標の 3 つの視点、「 A 　










　④ カリキュラム・マネジメントの PDCA サイクルのスタートとしての取り組みが
できたことを成果とし、次年度の学期ごとに各種指導計画を実施しながら A 、

















































































































　今回紹介した A 小学校の実践は、教育目標を見直すとことで PDCA サイクルを機
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実戦に向けて―」『初等教育資料』954 号、2017 年 6 月、東洋館出版社、p.73
・田村知子（2011）『実践　カリキュラムマネジメント』ぎょうせい、p.2
・渡辺秀貴（2018）「A 4 ・ 1 枚で学校を動かす」教育開発研究所、p.36､ p.57、p.185
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A Research on Strategies 
to Achieve Curriculum Management
～ Establishment of the PDCA Cycle 
by Starting from Re-examination of School Educational Objectives
Hideki WATANABE　Kenichi ISHIMARU
　The Revision of Courses of Study points out that one of the ways to promote education to 
help students develop competency is implementation of curriculum management.
　In this research we thoroughly reviewed an actual school practice where they re-examined 
educational objectives to establish PDCA cycle, which is one of the aspects of curriculum 
management.
　Under the principal’s leadership, all the teachers operated as a team. They re-examined the 
current educational goals and drew up the new ones. We found that school faculty working 
together to redesign new goals made improvement not only in PDCA planning procedure, but 
also in all the phases of PDCA cycle. 
　We were able to make it clear that the driving power for achievement came from each 
teacher being aware of playing a main character in the process of re-examining the educational 

































品分析を行う実践では、 4 回の授業の中で全 6 冊の中から探究したい絵本を選び、
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心理）に関する 11 科目（18.5 時間）
○「感性」分野











絵本総論【 5 科目 9 時間】
知っておきたい絵本【 3 科目 4.5 時間】
絵本と出会う【 3 科目 5 時間】
　ただし、これらの構成の名称のみでは内容が判然としない。具体的な内容について
の情報を得るため、「第 5 期絵本専門士養成講座」のカリキュラムを見てみたい 3。


















































永田桂子（2007）は、第 1 段階（生後 4 か月くらい～ 2 歳 6 か月くらい）、第 2
段階（ 2 歳 6 か月くらい～ 4 歳 6 か月くらい）、第 3 段階（ 4 歳 6 か月くらい
～小学 3 年生くらい）、第 4 段階（小学 3 年生くらい～小学 5 年生くらい）、第




























































































































































































































































































2  　 絵 本 専 門 士 の HP（http://www.niye.go.jp/services/plan/ehon/senmon.html）
（2019.01.04. 確認）による。なお、「絵本専門士」養成講座は、平成 26 年度から開
講され平成 30 年度現在は第 5 期が開講されている。
3  　 絵 本 専 門 士 の HP（http://www.niye.go.jp/services/plan/ehon/jyukou.html）
（2019.01.02. 確認）より。第 4 期のカリキュラムは掲載されていなかったものの、




























































The Consideration about the Knowledge of Picture Books 
for Kindergarten Teacher
―Focus on the Ability to Choose Books in Teacher Education―
Nobuyuki UEYAMA
　In this paper, I considered about the knowledge of picture books for kindergarten teacher. In 
this case, I focused on the ability to choose books in teacher education. First, I referred the 
curriculum to train the expert in picture books to check the coverage of the knowledge of 
picture books. Second, I organized the following categories of picture books, Story, Fantasy, 
Non-fiction, Science, and Cognition. Then, I made the model of the knowledge of picture 
books which is built up from layers of History, Media, Expression, Categories, Author and 










































































平成 30 年 3 月』所収の「実態把握から具体的な指導内容を設定するまでの流れの例」
を参考に（一部改変）、表 1 のように A 児の個別指導計画を、状況の変化に応じて
見直していくことを前提に作成した。































































































































社会 社会 理科 理科
図工 図工 学活 総合
月 火 水 木
国語 国語 国語 国語
算数 算数 算数 算数
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1 コマの授業時間は、標準の 1 単位時間 45 分ではなく、午前中は 30 分を基本とし、
午後は 45 分 2 コマ続きの 90 分設定としている。（午後の授業では、必要な休憩等を
適宜設定している）
　指導方法においては、 1 週間の個別学習指導計画をたて 1 時間ごとの学習の計画
をたて評価していくところは通常学級と同じである。
　③　指導体制

































































































































































































































































































肥後 祥治 , 大川 彩香「心理的問題を抱える病弱児用の自立活動プログラム開発に関
する基礎研究 : グループワークを前提とした認知行動療法的アプローチの可能性」
『鹿児島大学教育学部教育実践研究紀要 特別号』，巻 6 ，2016 年，p.214
武田鉄郎「病弱教育における自立活動の行き詰まりとその打開策」『特殊教育学研究』





Educational Support for Improving Self-understanding 
and Self-esteem of Health Impairment Students
― A Case of Self-reliance Activities (Jiritsu Katsudou) 
in Hospital Internal Class ―
Michiko ITOH　Hisayoshi SUGIMOTO
　In an area of educational support for students with health impairment, “ Self- reliance 
Activities (Jiritsu Katsudou)” is a critical part to maintain students’ health and psychological 
stability. However, with shortening of hospitalization periods, teachers and medical staffs have 
difficulty to ascertain the actual condition of their students’ educational needs for developing 
efficient self-reliance activities due to students’ diversification and severity of diseases and 
disorders. In addition, almost 80% of teachers working at hospital settings have less than 3  
years of teaching experiences for students with health impairment. Therefore, even though 
self- reliance activities are critical for educational support programs for hospitalized students, 
researches in this topic have been underdeveloped and highly awaited.
　In this paper, we examined a case of implementing self-reliance activities in a hospital 
internal class. A way of educational support to raise self - understanding and self - esteem of 







































































果として、授業形態は 1 人の教員が 8 人から 9 人の学生を担当することになる。よっ























れる可能性が見えてくるためである。 2 つ目に『アイアイ』（相田裕美作詞 /宇野誠









































































































　本学学生のピアノ歴については、 0 年～ 1 年未満が 59 人中 14 人で全体の
23.7％、 1 年～ 3 年未満は 17 人で、28.8％、 3 年～ 5 年未満は 2 人で 3.4％、 5
年～ 10 年未満は 15 人で 25.4％、10 年以上は 11 人で 18.6％であった。ピアノ歴が 10




0 年～ 1 年未満 14 23.7％
1 年～ 3 年未満 17 28.8％
3 年～ 5 年未満 2 3.4％
5 年～10年未満 15 25.4％
10年以上 11 18.6％
（ 4）「アイアイ」楽譜番号ごとの特徴及び難解箇所について＜複数回答可としてい
る＞（表 4 - 1 参照）
　「アイアイ」を弾き歌いする際に難解と感じている箇所の割合は表 4 - 1 の通りで
ある。全体の 3 割から 5 割程度難解としている箇所は、①、②、③、⑤、⑧であっ
た。①は右手 8 分と左手 4 分音符の組み合わせ、②はそれぞれ右手の 3 拍目に 1
拍分のシンコペーション、左手①と同様で、4 分との組み合わせである。①と②は「ア
イアイ」の前奏箇所である。④は、右手 2 拍分のシンコペーション、 1 拍分のシン
コペーションの特徴を含むメロディ、左手は分散和音である。⑤も右手が 8 分音符
と 4 分休符のメロディラインで左手が 2 拍分のシンコペーションが続く音形である。
⑧はト音記号の範囲内で右手と左手の和音を抑える箇所である。⑥と⑦は、 6 割、
7 割の学生が難解と感じていたが、⑥は右手がメロディラインをなぞっているもの
の、左手が 2 拍分のシンコペーションが 3 拍続き、 1 拍分のシンコペーションと
続いている箇所で、急にリズムを奏でる形態が半分になる感覚の箇所である。⑦はこ













　　左：4 分音符、8 分休符、8 分音符 32 54.2％
②　右：8 分休符、8 分音符、シンコペーション
　　左：4 分音符、8 分休符、8 分音符　
　　奏法：シンコペーション
30 50.8％
③　右：4 分音符、8 分音符、8 分休符
　　左：8 分音符の分散和音　 14 23.7％















⑦　右：2 分音符、4 分休符、16 分音符、8 分音符、8 分・4
分休符









4 - 2 参照）
　ピアノ歴別に見る「アイアイ」の難解箇所については表 4 - 2 の通りである。①及
び②は「アイアイ」の前奏箇所であるが、Aのピアノ歴 0 年～ 3 年未満の学生の
8 割が難解箇所としているのに比べ、Bの 3 年～ 10 年未満及び Cの 10 年以上の学
生の難解箇所では、約 2 割から 3 割程度に留まっていた。③はAの学生が 5 割に
満たず、B及び Cの学生は 0 ％であった。④及び⑤は、ピアノ歴が長くなるにつれ
減少傾向にあった。⑥はAが 77.4％に対して、B47.1％ Cが 36.4％と経験年数によっ
て若干の減少傾向であった。⑦はA，B，Cともに 5 割をこえ、初心者から 10 年以
上の学生全てにおいて難解箇所とする確率が高かった。⑧は、Aが 6 割を超えてい
るのに対して、Bが 11.8％、Cが 27.3％であった。Aの初心者及び初心者に近い学生





表 4 - 2　「アイアイ」のピアノ歴別にみる難解箇所＜複数回答可＞
ピアノ歴
楽譜番号


















① 25 80.6％ 5 29.4％ 2 18.2％
② 22 71.0％ 5 29.4％ 3 27.3％
③ 14 45.2％ 0 0.0％ 0 0.0％
④ 19 61.3％ 5 29.4％ 1 9.1％
⑤ 22 71.0％ 7 41.2％ 2 18.2％
⑥ 24 77.4％ 8 47.1％ 4 36.4％
⑦ 26 83.9％ 10 58.8％ 7 63.6％
⑧ 19 61.3％ 2 11.8％ 3 27.3％
（ 6）「犬のおまわりさん」楽譜番号ごとの特徴及び難解箇所について＜複数回答可
とする＞（表 5 - 1 参照）
　「犬のおまわりさん」の難解箇所については表 5 - 1 の通りである。過半数に近い
学生が難解と感じているのは②と⑥で、②は、両手ユニゾンで奏する 4 分音符に短
前打音の装飾音符、 8 分音符のリズム形態であり、奏法はスタッカート、スラーに
臨時記号が記されている箇所であった。⑥は、 3 拍目の 1 拍分の三連符、臨時記号
がある他は 4 分、 8 分音符が並ぶリズム形態であった。全体の 3 割から 4 割が難
解と感じた箇所は、⑤と⑦及び⑧で、⑤は、右手メロディ、左手は三和音の組み合わ





インをなぞっていること、 4 分音符、 8 分音符が続く単純等のリズム形態であった。



























⑥　右：4 分音符、8 分音符、8 分の三連符、4 分休符




⑦　右：8 分音符、8 分休符、2 分音符、4 分休符
　　左：8 分音符の三和音、8 分休符、8 分音符、2 分音符
　　奏法：mp、スラー、タイ
26 44.1％
⑧　右：2 拍分のシンコペーション、4 分音符、8 分音符
　　左：付点 2 分音符の三和音、4 分音符、4 分休符、8 分音符
　　奏法：シンコペーション、スタッカート、タイ、臨時記号
19 32.2％
（ 7）「犬のおまわりさん」のピアノ歴別にみる難解箇所について（表 5 - 2 参照）
　「犬のおまわりさん」のピアノ歴別に見る難解箇所は表 5 - 2 の通りである。M①
及び②は前奏箇所であるが、①のユニゾン箇所についてAのピアノ歴が 0 年 ~ 3 年
未満の初心者及び初心者に近い学生が 45.2％に比べ、Bの 3 年以上 10 年未満の学生、
Cのピアノ歴が 10 年以上の学生はともに 0％であった。②の装飾音符を奏する箇所
は、Aの学生が 77.4％と難解と感じている割合が高く、B及び Cの学生においても
3 割から 4 割で難解箇所としていた。③は、右手がメロディラインで左手が 8 分
の分散和音であるが、Aが 45.2％に対して、Bが 5.9％、Cが 0 ％であった。④は右
手がシンコペーションのメロディ、左手が③と同様の奏法であるが、Aが 54.8％、B
が 17.6％、Cに至っては 0 ％であった。⑤は右手メロディ、左手がスタッカート奏
法での三和音箇所であるが、Aが 54.8％、Bが 11.8％、Cが 0％であった。⑥は、 3
連符の入るメロディ、左手が三和音奏法であるが、Aが②に続いて難解としている
学生が多く、B学生においても 5 割を越え、Cも 27.3％の学生が難解箇所としていた。
⑦は、右手 8 分のメロディ、左手が三和音、アルペジオであるが、Aが 61.3％に対し、
B及び Cが 2 割弱から 3 割弱の学生が難解と感じていた。⑧は、右手がシンコペー
ションがあるメロディ、左手が三和音、重音が続く箇所だが、Aが 51.6％で Bが 5.9％、
Cが 18.2％と Bよりも Cが難解と感じる唯一の箇所であった。
－ 103 －
保育者を目指す学生の『ピアノの弾き歌い』の指導法に関する研究（1）
表 5 - 2　「犬のおまわりさん」のピアノ歴別に見る難解箇所＜複数回答可＞
ピアノ歴
楽譜番号


















① 14 45.2％ 0 0.0％ 0 0.0％
② 24 77.4％ 7 41.2％ 4 36.4％
③ 12 38.7％ 1 5.9％ 0 0.0％
④ 14 45.2％ 3 17.6％ 0 0.0％
⑤ 17 54.8％ 2 11.8％ 0 0.0％
⑥ 22 71.0％ 10 58.8％ 3 27.3％
⑦ 19 61.3％ 5 29.4％ 2 18.2％







































































































































































































三森桂子編著（2010）『新・保育内容シリーズ 5　音楽表現』46 頁 -47 頁　一藝社









Piano Hiki Utai Instructional Methods for Students 
Aiming to Become Childcare Workers [ 1 ]: 
A Questionnaire Survey
Hiromi ADACHI　Noriko OSAWA
　　This study considers the form of instructional methods used to teach piano hiki utai from 
the perspective of the circumstances and issues faced by students at this university, based on a 
questionnaire survey concerning ( 1 ) the intentionality of the students and ( 2 ) points of 
difficulty in teaching two children’s songs that are widely used in Japanese early childhood 
education and childcare.
　　Since singing activity in the form of takes place on a daily basis in Japanese early 
childhood education and childcare, mastering piano hiki utai is essential for students aiming to 
become childcare professionals. As the characters used to write it in Japanese suggest, piano 
hiki utai refers to “singing while playing the piano for the sake of children,” and simply being 
able to play the piano or being able to sing a song are not enough—a high degree of skill is 
needed. However, because more than 50% of the students at our university are beginners, or 
over 50% if one includes those close to beginner-level, and because this is not a childcare 
professional vocational school, specialized classes in piano hiki utai are not provided at this 
university; the reality is that there are far fewer classes related to the piano than at a vocational 
school. Accordingly, innovative reform is necessary in order to provide efficient instruction in 
a limited number of classes. As well as improving piano fundamentals and vocal skills, it is 
also necessary for these classes to promote an attitude of independent learning; mutual 
interaction between teachers and students and cooperative learning are key to improving 



















は過去最多の 32 万 3808 件に及んでいることに言及している。2016 年度のいじめの
認知件数は、前年度と比べて 9 万 8676 件も増加したことになる。
　このようないじめの認知件数の増加の背景には、2017 年 3 月に同省が「けんか」
や「ふざけ合い」もいじめと捉えるように方針を改めたことが大きく関係している。
こうした背景をふまえて、学校現場は積極的にいじめを認知するにいたり、件数の増
加につながったと考えられる。中でも小学校におけるいじめの認知件数は 23 万 7921
件となっており、前年度と比較して 8 万 6229 件も増加している。小学校におけるい





























































応等の観点から、小学校第 1 学年から第 6 学年の重点項目として、新たに内容項目
を追加している 7）。
　具体的には、小学校第 1 学年及び第 2 学年で「個性の伸長」「公正、公平・社会
正義」「国際理解、国際親善」、第 3 学年及び第 4 学年で「相互理解、寛容」「公正、




















たが、平成 30 年度から使用されている道徳科の教科書の発行元（教科書会社）全 8
社が取り上げた、「いじめ防止に関する内容を扱った教材内容」に関係する内容項目




4 社、「友情、信頼」 3 社、「節度、節制」 2 社、「生命の尊さ」「個性の伸長」「希
望と勇気」「努力と強い意志」 1 社。
（ 2 ）小学校中学年で取り上げた教材の内容項目
　「信頼、友情」 8 社、「公正、公平・社会正義」 6 社、「個性の伸長」「善悪の判断、
自律、自由と責任」 4 社、「相互理解、寛容」「よりよい学校生活、集団生活の充実」
3 社、「規則の尊重」「正直、誠実」 1 社。
（ 3 ）小学校高学年で取り上げた教材の内容項目
　「公正、公平・社会正義」 8 社、「善悪の判断、自律、自由と責任」 5 社、「友情、
信頼」「相互理解、寛容」 3 社、「親切、思いやり」「個性の伸長」「生命の尊さ」「規


















































1 ～ 7 の番号を付けてください」との教示のもとに、22 の内容項目
の中から 7 つの内容項目を選択させた。
　 2 ）調査Ⅱ： 調査Ⅰで、いじめ防止に関連して、道徳科の授業で重視すべき内容項
目を 7 つ選んだ理由について、自由記述で回答を求めた。
（ 2 ）調査期日：2016 年（平成 28）年 10 月




　年齢別内訳は、20 代（男性 24 人　女性 45 人）、30 代（男性 45 人　女性 33 人）、
40 代（男性 21 人　女性 28 人）、　50 代（男性 23 人　女性 21 人）、 60 代（男性 3 人　
女性 3 人）であった。





















あろう。父性性としての「D. 生命の尊厳」を重視する傾向は、30 代、40 代男性教員






















































































では共に、「“ 自分自身 ” や “ 他者 ” の尊重」という点を重視する回答が多く見られた。
既に触れてきたように、男性教員では、すべての年代において「ルールの順守」といっ




































































































































































































































































































































































  図 6　40代女性教員の重点項目に関する意識（28人）
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情）」、観点 B で重視された「他者への思いやり」、観点 C の中で重視された「ルール


























































○ 道徳科の各学年の年間指導計画 35 時間（ 1 年は 34 時間）のうち、重視すべき A
～ D までの 4 つの観点の内容項目を多く配置したい。
○年間指導計画の活用例
　第 1 ・ 2 学年は 19 内容項目（時間）＋［A　善悪の判断、自律、自由と責任］ 2
時間＋［A　個性の伸長］ 2 時間＋［B　親切、思いやり］ 2 時間＋［B　友情、信頼］
2 時間＋［C　規則の尊重］ 2 時間＋［C　公正公平、社会正義］ 2 時間＋［D　生
命の尊さ］ 2 時間＋［D　自然愛護］ 2 時間＝ 35 時間
　第 3 ・ 4 学年は 19 内容項目（時間）＋［A　善悪の判断、自律、自由と責任］ 2
時間＋［A　個性の伸長］ 2 時間＋［B　親切、思いやり］ 2 時間＋［B　相互理解、
寛容］ 2 時間＋［C　規則の尊重］ 2 時間＋［C　公正公平、社会正義］ 2 時間＋［D　
生命の尊さ］ 2 時間＋［D　よりよく生きる喜び］ 2 時間＝ 35 時間
　第 5 ・ 6 学年は 19 内容項目（時間）＋［A　善悪の判断、自律、自由と責任］ 2
時間＋［A　希望と勇気、努力と強い意志］ 2 時間＋［B　親切、思いやり］ 2 時間
＋［B　相互理解、寛容］ 2 時間＋［C　規則の尊重］ 2 時間＋［C　公正公平、社
会正義］ 2 時間＋［D　生命の尊さ］ 2 時間＋［D　よりよく生きる喜び］ 2 時間
＝ 35 時間
　上記の内容項目を生かし、いじめ問題への対応等から学校の実態や児童の実態、教







































































































































1 ） 文部科学省 2017 ｢小学校学習指導要領解説 特別の教科 道徳編｣ 平成 29 年 7 月 
p 3
2 ）読売新聞 2017 ｢いじめ最多 32 万件｣ 2017 年 10 月 27 日付 朝刊
3 ）文部科学省 2013 ｢いじめ防止対策推進法｣ 第 28 条 2013 年 6 月
4 ）鈎 治雄 2000『改定版 ･ 特別活動』 創価大学出版会  p30-37
5 ） 教育再生実行会議 2015 ｢道徳教育の抜本的改善 ･ 充実『道徳の時間の課題例』｣
平成 27 年 3 月
6 ）文部科学省 2017　前掲 p 3
7 ）文部科学省 2017　前掲 p.46
8 ） 文部科学省 2017 前掲 p.50
9 ） 文部科学省 2017 前掲 p.3
10）文部科学省 2017 前掲 p.46




12） 田村直美他「特集 いじめを乗り越える道徳授業づくり」明治図書 1997 年 7 月
pp104-108 
13）川喜田二郎『発想法』中公新書 1970 年
14）文部科学省 2017 前掲 pp26-27
15） 文部科学省 2017 前掲　pp65-67
－ 132 －
創価大学教育学論集　第 71 号：田中・水野・加藤・鈎
Study on Prevention of School Bullying and Items of 
Moral Education
― Primary school teachers’ perspectives ―
Kenichi TANAKA　Masayuki MIZUNO　Hideo KATO
Haruo MAGARI
　Ministry of Education, Culture, Sports, Science and Technology (MEXT) announced that 
the number of reported bullying incidence in 2017, was the largest ever, (which increased by 
91235 compared to 2016). School bullying has been one of the critical issues in school 
education, and it must be solved by an entire society. This study focused on prevention of 
bullying and key items of teaching in moral education. 
　In the study, school teachers were asked to choose 7  items from 22 key items of “Dotoku 
(moral education)”, which were described in the national curriculum guideline in 2018 as 
mechanisms to prevent school bullying. In total 246 (116 male and 130 female) primary school 
teachers from Tokyo, participated in the study; investigations were carried out in October 
2016. The study used KJ method to analyze teachers’ free descriptive answers which were 
related to their reasons to choose the key items.
　The results showed that participants in all generations (from 20s to 60s) had a tendency to 
choose “respecting oneself and others”, “understanding others”, “keeping rules”, and “dignity 
of life” as key items. These answers correspond to the key areas of curriculum guidelines, 
which was described in the national curriculum guidelines for moral education (2017 Edition). 
For example, the area A “relation to oneself” corresponds to “respecting oneself and others”, 
the area B “relation to others” corresponds to “understanding others”, the area C “relation to 
group and society” corresponds to “keeping rules”, and the area D “relation to life, nature and 
the sublime” corresponds to “dignity of life”.
　Considering these four key areas of the curriculum guidelines and its items, the authors 
made some recommendations on anti-bullying education in terms of an overall plan of moral 





























































　嫂水田登世は三兄の二番目の妻であり、明治 21 年（1887 年） 1 月、漱石が本家に
復籍し一高英文科に入学した時期、水田家と夏目家は交流がはじまり、登世が明治









































































































ろう。「原体験としての鏡像」に象徴される Oedipus complex の中核にある永続的な
近親相姦からの解放が用意されていると言って良い。解放をもたらすのは内的な女性
像と自己像の変容である。
　ここで明治 36 年（1903 年） 8 月から 12 月にかけ書かれた英詩について若干考察
する。明治 36 年、漱石は、英国留学から帰った直後で一高と東大に出講していたが、
2 回目の病勢憎悪期にあり、 6 月ごろからは被害妄想から物を投げる等の異常行動
が続いた。7 月には、妻は子とともに実家に戻り、漱石は駒込の借家に独居状態であっ


















at her as she looked at me．” で始まるこの詩（注13）は、ロマンチックな愛を歌った叙
情詩と解されることが多い。
　江藤淳は、第二節の the primrose path を（花野の道）と訳しているが（注14）、the 








　漱石は、明治 38 年（1905 年） 1 月より「我が輩は猫である」を「ホトトギス」に
連載し、翌年 4 月には「坊ちゃん」を同じく「ホトトギス」に発表し好評を得る。
その後も「草枕」「野分」等の好短編を発表し、漱石は作家として認知されていく。













































































る最初のソネットが書かれ、詩人として認知されるようになる。1290 年 6 月、ベア
トリーチェ死去。1293 年頃、「新生」発表。1301 年、フィレンツェの内紛をおさめる






































































































































































































































期、明治 24 年（1891 年）から明治 26 年（1893 年）頃。「第二夜」明治 27 年（1894 年）
の参禅体験直後。「第九夜」明治 30 年（1897 年）父直克死去の時期。「第七夜」明治
35 年（1902 年）英国留学時の病勢憎悪期。「第六夜」明治 38 年（1905 年）「我が輩
は猫である」等の習作期。「第五夜」明治 40 年（1907 年） 2 月頃、職業作家への転
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A Tentative of Comprehensive Interpretation of 
‘Ten Nights with Dreams’ by Soseki Natsume
―Centering around‘ The First Night’
Takashi GOMIBUCHI　Haruo MAGARI
　This is comprehensive analysis of ‘Ten Night with Dreams’ by Soseki Natsume using the 
methods of analytic psychology.
　First, we interpreted “the First Night “ which is considered as significant as ‘the Third Night’ 
is anima archetype.Next, we discussed the similarity between the female figure in ‘The First 
Night’ and the image of Beatrice in ‘La Divina Commedia’ by Dante Alighieri.
　Then, after interpreting each one of other stories of ‘Ten Nights with Dreams’,the 
comprehensive analysis of these stories is discussed. In short, except for ‘the Eight Night’,the 
motifs of death or those related to death appear repeatedly. However, the nuances of each story 
are quite different and it is hard find a consistent theme that clearly exists throughout these 
episodes.
　We propose a kind spatial model in which ‘the First Night’and‘the Third Night’are located 
at the top and the bottom respectively, and the Self is at the center. Other episodes of‘Ten 
Nights with Dreams’are, so to speak, randomly located on this spherical surface.
　We also suggested that, in order to understand the whole of ‘Ten Nights with Dreams’,it is 





























































体的追究過程」を、レイヴ・J. とウェンガー・E.（Jean Lave ＆ Etienne Wenger）
の「正統的周辺参加」（Legitimate Peripheral Participation）論に依拠し解釈する。





























































































































































































































































































































































































































































































3 　 野村総合研究所（2015.12）『News Release 日本の労働人口の 49％が人工知能や
ロボット等で代替可能に ～ 601 種の職業ごとに、コンピューター技術による代
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Creativity of Children 
Cultivated in Rich Human Relations
Miako ONOZAWA
　Even if social structures and labor environments drastically change with AI making a leap 
forward in Japan that has entered a mature society, what is necessary for children living in the 
21st century is considered to be sociality and creativity which can create the future. Thus, the 
purpose of this article is to clarify, through concrete examples, how children, who are bearers 
of a creative society, are involved in people around them, what kind of activities they 
participate in, and cultivate creativity.
　Firstly, “subjective inquiry process”, which is indispensable to cultivate children’s creativity 
is interpreted based on “Legitimate Peripheral Participation” theory. It is interpreted as 
participating in a community of practice with identity, not meaning unilateral behavior of a 
learner, such as the learner acting merely by himself/herself. Furthermore, it is clarified that 
the role of the teacher in respecting children’s “subjective inquiry process” is to guarantee an 
opportunity for them to be able to participate in and to arrange an environment to access 
educational materials.
　Based on these, scenes of activity where child’s creativity is cultivated are analyzed and 




















































































ての力量が育つには 3 年から 5 年かかると報告している。さらに、戸田（2018）に
























































　保育経験年数の 1 要因について「 5 年以上保育者」と「 5 年未満保育者」、「実習








　2018 年 9 月～ 11 月。
（3）調査対象
　調査対象者は、 5 年以上保育者 58 名（男性 1 名、女性 57 名）、 5 年未満保育者
25 名（男性 1 名、女性 24 名）、実習経験済学生 35 名（男性 16 名、女性 19 名）、実
習未経験学生 60 名（男性 3 名、女性 57 名）であった。
（4）調査内容
①質問内容









　 「言葉かけ / 語彙選定」と「伝わる経験 / 伝わらない経験」に関する 4 つの質問に
対する回答は、「 5 ：とても重要だと思う、 4 ：やや重要だと思う、 3 ：どちらで





経験 / 伝わらない経験」は、新採保育者になってからの乳幼児への「言葉かけ / 語
彙選定の能力向上」においてどのくらいの割合が重要だと思いますか」
　 「言葉かけ / 語彙選定」に関する 2 つの質問の回答は、「伝わる 10 割：伝わらない
































  n M SD5年以上保育者 58 4.34 0.11
5年未満保育者 25 4.36 0.16
実習経験済学生 35 4.51 0.13
実習未経験学生 60 4.72 0.08
合計 178 4.51 0.06
5年以上保育者 58 4.36 0.10
5年未満保育者 25 4.12 0.19
実習経験済学生 35 4.11 0.17
実習未経験学生 60 4.58 0.08
合計 178 4.35 0.06
5年以上保育者 56 4.00 0.11
5年未満保育者 25 4.16 0.18
実習経験済学生 34 3.94 0.15
実習未経験学生 59 4.54 0.08
合計 174 4.20 0.06
5年以上保育者 57 4.02 0.10
5年未満保育者 25 4.04 0.19
実習経験済学生 34 3.94 0.16
実習未経験学生 58 4.36 0.11










対象者から得られた回答に対してχ2 検定を行った。なお、ここでは 5 年以上保育者
と 5 年未満保育者を「保育者」としてまとめている。
①「言葉かけ」能力向上に最も寄与すると考える「伝達」・「非伝達」経験の割合
　表 2 で示すように、有意傾向が見られた（χ2（ 4 ）=9.29， p<.10）。残差分析の結
果（表 3 参照）、保育者の言葉かけの能力向上において、「伝わる 6 割：伝わらない
4 割」の割合が有意に少なく（p<.01）、「伝わる 5 割：伝わらない 5 割」の割合が
多い傾向（p<.10）が見られた。また、実習未経験学生の言葉かけの能力向上において、







　表 4 で示すように、有意傾向が見られた（χ2（ 4 ）=9.27， p<.10）。残差分析の結
果（表 5 参照）、保育者の語彙選定の能力向上において、「伝わる 6 割：伝わらない
4 割」の割合が有意に少なく（p<.05）、「伝わる 5 割：伝わらない 5 割」の割合が
多い傾向（p<.10）が見られた。また、実習未経験学生の語彙選定の能力向上において、





























保育者 25(31.3％) 33(41.3％) 22(27.5％) 80
実習経験済学生 16(45.7％) 10(28.6％) 9(25.7％) 59
実習未経験学生 33(55.9％) 17(28.8％) 9(15.3％) 35









保育者 25(31.3％) 33(41.3％) 22(27.5％) 80
‐2.78** 1.73＋ 1.31
16(45.7％) 10(28.6％) 9(25.7％) 59
0.43 ‐0.82 0.43
33(55.9％) 17(28.8％) 9(15.3％) 35
2.56* ‐1.13 ‐1.74＋






































保育者 22(28.6％) 38(49.4％) 17(22.1％) 77
実習経験済学生 12(36.4％) 12(36.4％) 9(27.3％) 33
実習未経験学生 30(52.6％) 19(33.3％) 8(14.0％) 57









保育者 22(28.6％) 38(49.4％) 17(22.1％) 77
‐2.40* 1.95＋ 0.51
12(36.4％) 12(36.4％) 9(27.3％) 33
‐0.26 0.65 1.10
30(52.6％) 19(33.3％) 8(14.0％) 57
2.74** ‐1.51 ‐1.46＋
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因について「 5 年以上保育者」と「 5 年未満保育者」、「実習経験済学生」、「実習未




























Gibson, S., & Dembo, M. H(1984) Teacher efficacy: A construct validation. 














































Effect of Child Care Experience in Years 
on Recognition of Importance and Percentage of 
Communication/Non-communication With Infants and 
Toddlers through Speaking to Them and Selection of Vocabularies
― Comparison of Current Child Care Providers with Students of 
Training Schools of Child Care Providers ―
Daiki TODA　Yoshinobu HAMAKAWA　Masatoshi KISHI
Hisako SAKAKIBARA　Hidenori TACHI　Kenji TAKAHASHI
Shiori IIZUKA
　The objective of this study was to clarify the effect of years of child care experience on 
recognition of the importance of communication/non-communication with infants and toddlers 
through speaking to them and selection of vocabularies in the setting of all in one group of 
child care. 
　Two points became clear as a result of a questionnaire. First, regardless of the experience of 
child care providers, they consider that speaking to infants and toddlers and selection of their 
vocabularies are very important in developing their skills since they started their career as 
child care providers, even if those words can or cannot be recognized by infants and toddlers. 
Secondly, the more experiences child care providers have, the more focus is placed on the 
experience of non-communication with infants and toddlers through both “speaking to” and 
“selection of vocabularies”. Whereas the less experience child care providers have, the more 
focus is placed on the experience of communication. 
　Based on these results, schools providing training to child care providers should focus more 
on teaching students to objectively evaluate themselves when the schools provide opportunities 
for their students to experience communication/non-communication, emphasizing more on 







































































（ 1 ） 単元計画



































































































Study Guidance in Elementary Mathematics 
Aimed for Realizing “Self-directed, Interactive, 
and Deep Learning”(3): 
Through an Effective Problem-based Learning Strategy Integrating 
Active Learning
Norio SUZUKI
　One of the main principles presented in the new government curriculum guideline coming 
into effect in 2020 is “self-directed, interactive, and deep learning,” which also is illustrated in 
the report submitted by the Central Education Council. The author, by receiving support from 
elementary school teachers, conceptualized an instructional strategy which enables “self-
directed, interactive, and deep learning” in elementary mathematics. The author proposed total 
nine strategic points for pupils’ achieving “self-directed, interactive, and deep learning” In 
















































































































































































































近隣小学校 4 学年 ポスタープレゼン・ビデオ作製と郵送

























































































































































































































































2 ）愛知県東浦町緒川小学校『創る！見つける！つなげる！おがわっ子の活動 - 子ど
もと創る教科・総合の学習』、ぎょうせい、2001、
3 ）寺林民子「子どもたちの手から手へリサイクル文化を地域に広げた子どもたち」『せ
いかつ・そうごう』Vol.11, 生活科総合的学習学会 , 明治図書、2004、pp117-120
4 ）藤田結実子・北村　文『現代エスノグラフィー』2013、（p 8 新しいアプローチ
一覧、pp30-33 自己再帰性）
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第三文明社、1981
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Reflection on a Local Community Practice
 and Educational Meaning
―A Reinterpretation through the Perspective of Soka Education―
Tamiko TERABAYASHI
The objective of this paper is how I reflected on a local community practice through the 
Perspective of Soka Education, and I researched how this reflects meaning of education for the 
local community study. This Practice is for fourth grade children's integrated study of public 
elementary school. That is Environment learning in the local community.
  This study have the entire structure that is connected to raise global citizenship awareness 














てきた並べ替えにある程度の一貫性があり、“ フクシマ “ を自分の問題として考える
きっかけを与えると考える。以下、問題の所在、実践内容、結論を述べる。
　教育学部選択科目「理科実習（理科実験）」では、15 回の授業の 1 回分を放射線
量の測定にあてている。内容は、実験室の外に出ての線量測定、室内での土壌簡易測
定、自然放射能の簡易測定（40K）である。使用する試料は福島土壌（民家付近で採取、
Cs は 800Bq/kg 程度）と、硫酸カリウムが主成分の肥料である（40K のγ線成分は
1300 Bq/kg 程度）。福島原発事故後は、 1 m 線量（線量計を地上 1 m の高さに置い
たときに示す値）では 0.2µSv/h 程度、地表面線量（線量計を地面に置いたときに示






















































ウラン石（化学式は Cu（UO 2 ） 2 （PO 4 ） 2  ･ 8  - 12 H 2 Oであり Cu は 2 価）のス
ペクトルを事前に測定した（図 2 ）。測定は厚さ 4 mm の鉛を貼った箱の中で行った
（環境のγ線は 3 / 8 程度に逓減する）。リン銅ウラン石については、そのγ線スペク
トルのデータを取り教材化した研究があり 11）、γ線スペクトルの同定に役立った。
本試料において、214Bi や 214Pb の特徴的なピークがはっきりと認められた。
　 2 地点の野外測定の結果を図 3 に示す。野外測定なのでバックグラウンド値は示

















測定で、同様の実例が紹介されている 12）。ちなみに、この場合の自然放射能は 40K で
ある。こういう教材化がこれまでできなかった原因として、



















　提出者 21 人の内訳は、関東出身 4 人（東北出身者はいなかった）、関東以外出身









サ変名詞：影響（28）、理解（ 8 ）、測定（ 7 ）、実験（ 6 ）、存在（ 6 ）




















と出身（図中、 1  は関東、 2  は関東以外）を用いた。
　図 4 では円の大きさは頻出語の出現数を示し、出現パターンの似通った語が互い
に近くに配置される。一例として、単語「恐ろしい」は女性の近辺にあるが（右上に
























次のような 4 項目（ 4 つの困難）に整理することができ、これらが解決できない限り、
今後の発電戦略として火力発電などと比較することもできないとしている 15）。
1 原子炉でプルトニウム（長崎型原爆の材料）が生成される。
　原子炉では、235U の核分裂とともに 238U の中性子捕獲によりプルトニウムが生成さ








500Bq/kg、2012 年 4 月以降は 100 Bq/kg）が出たことは記憶に新しい。暫定基準値
は 2018 年 12 月現在も解除されていない。
4 廃炉には 40 年以上の年月とともに莫大なコストとエネルギーがかかる。
　廃炉とは、必要なくなった炉を停止させて炉とそれに関連する設備を解体すること、
あるいは危険がない程度に整理し、その状態のまま放棄することである。経済産業省
は福島原発事故の処理費用（廃炉を含む）を 21.5 兆円と試算している 16）。言うまで
もないが、化石燃料がなくなれば廃棄物処理を含む廃炉はできない。












受講者 1 　　 1 － 3 － 2 － 4














受講者 1 　　 1 － 3 － 2 － 4 　→　1000,0010,0100,0001






　 4 つの項目がどのような順位になっているかを図 5 に示す。受講者の有効回答者
数は 71 名である（セメスター別に、 6 月は 25 名、 8 月は 16 名、12 月は 30 名）。
図 5 の棒グラフ中に示した数値は人数である。 1 位が最も多かった順では、放射能
汚染、プルトニウム、廃炉、最終処分場となる。逆に、 4 位が最も多かった順では、
廃炉、プルトニウム、放射能汚染、最終処分場となる。また、最終処分場は、 2 、 3





　プルトニウム≒ 2.4、最終処分場≒ 2.6、放射能汚染≒ 2.2、廃炉≒ 2.7
1 ）での見通しをもとに、フリードマン検定を行った。フリードマン検定は、 2 要
因によって分類された繰り返しのない二元配置データを用いて要因ごとに水準間に差
がないという仮説を検定するものである。結果、セメスター間、男女間には差はなく、
4 項目（ 4 水準）には有意差までは出ないものの有意傾向が見られた（有効数字 2
桁）。








を r 次元（r ≦ n）ユークリッド空間内の点として表し、その分布の形状から種々の
知見を得ようというものである 21）。71 人の順位データ（上述の 2 値データ）から項
目ごとの類似度行列を求め、それを親近性（類似性）と見なして分析にかけることに
なる。 4 項目にそれぞれ 1 ～ 4 位まで考えると 16 項目になる。そのうち一つの項
目が 1 位となるような 2 値データから類似度行列を求める。一例として、プルトニ
ウム 1 位の 2 値データの場合は次のようになる。プルトニウム 2 、 3 、 4 位の 2
値データはすべて 0 になるのでそれらを除き、プルトニウム以外の 1 位項目（ 3
つある）も意味がないので除くと、計 10 項目となるため、類似度行列は 10 行 10 列
になる。 9 個の固有値が求められるので、最大固有値に対応する固有ベクトルを第
1 軸とし、次に大きい固有値に対応する固有ベクトルを第 2 軸として、10 項目をプ
ロットする。一例としてプルトニウム 1 位となる 2 値データの結果を図 6 に示す。
　図中の記号は、p（plutonium）はプルトニウム、f（final disposal site）は最終処分
場、e（environmental radioactive contamination）は放射能汚染、d（decommissioning 
furnace）は廃炉を示す。また、p、f、e、d はそれぞれ 4 種（ 1 、 2 、 3 、 4 位）
あり、p 1 、p 2 ・・・・・d 3 、d 4 までの 16 項目からの抜粋で 10 点のプロットに
なる。p 1 はプルトニウム 1 位の選択、p 2 はプルトニウ 2 位の選択・・・・・
d 3 は廃炉 3 位の選択、d 4 は廃炉 4 位の選択である。互いに近いプロットは類似
度が高い。そして、類似度の高い系列（順位選択のルート）は選択理由の論理性も高




　図 6 は p 1 （プルトニウム 1 位）の 2 値データの結果であるが、f 1 （最終処分




d 1 の場合を述べる。d 1 に最近接（距離が最小） 2 位を、p 2 、f 2 、e 2 から選ぶ
と f 2 （最終処分場 2 位）であった。次に、f 2 に最も近い 3 位を、p 3 、e 3 から
選ぶと e 3 （放射能汚染 3 位）であった。その結果、p 4 （プルトニウム 4 位）が
決まる。p 1 、f 1 、e 1 の場合も同様にして順位選択のルートを求めた。下記の結果





f 1 ルートと d 1 ルートは 1 、2 位が逆である。また、p 1 ルートと d 1 ルートは 1 、
4 位が入れ替わっている。e 1 ルートは独特で他のルートとは異なる。どのような論
理でこのような特徴的なルートができるのか興味深い。
② 1 位選択の理由の記述から


























　 4 項目の順位付けは全部で 24 通りある。①で示した 4 つのルートはその一部に
過ぎない。比率でいうと 17％である。ところが、71 名でこの 4 つのルートを選択し




　次のように、①で示した 4 つのルートと、②における p 1 、f 1 、e 1 、d 1 の選択
例の記述を突き合わせてみたい。






イ）f 1 ルート：最終処分場→廃炉→放射能汚染→プルトニウム ⇔ f 1 の選択例の記
述
　最終処分場を 1 位にもってくる選択は少なかった（図 4 で 5 人）。最終処分場と
廃炉が 1 、 2 位でつながるのは、どちらも廃棄物の処分という共通点があり、その


























　また、放射能汚染の 1 位（e 1 ）は、他の 1 位（p 1 、f 1 、d 1 ）が物質面の判断
であるのに対し、生命への影響の判断である（p 1 にもこの要素はあるが）。こうし































るが次の 3 点である（図 7 ）。
　 1  正確（学問的正しさ、事実認識の妥当性など）
　 2  理解（教育的視点、分かりやすさ）




習者が “ フクシマ “ を自分の問題として考えるきっかけを与えると考える。教育の場
で、冷静に悲惨な歴史を振り返る経験は必須である。
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Radiation Education Practice for Students of Faculty of 
Education
－ Dose Measurement in University Campus and Consideration of 
Nuclear Reactor Problems －
Nobukazu KIRIYAMA
　There are two points on the campus where the dose is somewhat higher than around. Doses 
at 2  points are nearly equal about 0.16µSv/h. One is natural radiation, and the other is due to 
radiation derived from radioactive Cs caused by nuclear accident on March 11, 2011.Dose 
measurement in university campus and practice to think about the difference between the 
above two will enables students to deepen their interests and knowledge about radiation.
　And there are four characteristics (plutonium, final disposal site, radioactive contamination, 
decommissioning furnace) in nuclear power. Students rearranged these four in order of 
difficulty. There was some consistency in their results and reasoning of their rearrangement.





The Transfer: The Change in Category from Disabled 
to Healthy Child and the Mother’s Perception
Maki TSURUTA
Abstract
In this note, I focus on a child (Taro) in a Japanese elementary school who switched from 
special support classes to regular classes. Primarily using interview data, I examine how 
Taro and his mother understood this transfer and the view that Taro “has a disability.” The 
results of this examination show that the way in which a child is positioned in the school 
education system can change the way people understand the child, as well as the way in 
which the child understands him- or herself. Moreover, Taro’s mother was constantly 
aware of the fact that her son “has a disability.” In view of Japan’s current system of 
support for people with disabilities, such awareness may serve as a strategy when 
considering Taro’s future “independence.”
Introduction
　　The concept of “special educational needs” used in Japan follows an international 
trend for inclusive education, as seen in the Salamanca Statement by UNESCO (1994). 
Japan’s Ministry of Education, Culture, Sports, Science, and Technology (MEXT) has 
introduced the policy of “the construction of an inclusive educational system” (MEXT 
2012) following the launch of the “special needs education regime” in 2007. While an 
emphasis is placed on inclusive education, regular education for the majority serves as the 
basis for special needs education in Japan, and inclusive education is a system in which 
children receiving special needs education are excluded from regular education and 
supported by the provision of “special support” according to their disabilities (Kanazawa 
2013). Consequently, while the ideal of inclusive education that “people in a variety of 
situations [including children with/without disabilities] learn together in the same place as 
much as possible” is emphasized, the reality is that an increasing number of children are 
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excluded from regular education and receive educational support in schools or classes for 
special needs education. This appears to go against the ideal of inclusive education. In 
other words, for children with disabilities in Japan, the decision on where they are placed in 
the school education system has tremendous importance. This is because the quantity and 
quality of support that teachers give the children are determined by the place of learning. 
Furthermore, if a child is assigned to the special needs education class in his/her primary 
education, he/she is most likely to be placed in the class for special needs education at the 
secondary education stage. The placement at the beginning of primary education 
determines how the child proceeds through the school system (Sakai and Tanigawa 2017). 
As a result, the educational consultation at the beginning of primary education is a major 
concern for the parents (Kaitsu 2017), and the child’s placement is related to the degree to 
which the parents accept the child’s disability. 
　　On the other hand, McDermott and Varenne (1998) have illustrated through the 
observation of Adam, a child with a learning disability, that when a child’s disability 
manifests itself, it is accompanied by a context that states that “disability is a problem” and 
determines the place in which the child is educated. Furthermore, people around the child, 
such as teachers and other children, are involved in creating this context. In other words, 
disability is not inherent in an individual’s mind or body but is a “cultural construct,” an 
institutional fact that emerges as a necessary consequence of the category the educators 
use vis-à-vis the children’s behavior through institutional procedures. In addition, some 
researchers have pointed out that special needs educational support can lead to the 
management, monitoring, and disempowerment of children with disabilities (Allan 1996; 
Mortier et al. 2011; Veck 2012). The children are further constructed as “children with 
disabilities” by being placed in the special needs education system and receiving 
educational support designed for children with disabilities. Consequently, children who 
start their schooling in classes or schools for special needs education are understood 
within the framework of special needs education and as children with disabilities who need 
special support. 
　　Drawing from the discussion above, this note focuses on a child (Taro) who has 
transferred from a class for special needs education to a regular class in a public 
elementary school in Japan. It illustrates changes in the perception of the child and people 
around him from the transfer to the present, based mainly on interviews. “Transfer” refers 
to the process in which a child’s registration moves between a regular class and a class for 
special needs education. Usually, “transfer” denotes a movement from a regular class to a 
class for special needs education. In the majority of cases, children who start their 
schooling in a regular class have experienced difficulties and transfer as “children who 
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should receive special needs education.” Schools are good at finding problems and 
difficulties that are linked to the disability of a particular child and producing a “child with a 
disability.” However, this note focuses on the case of a reverse transfer: a case in which the 
child started his primary education in a class for special needs education and then was 
transferred to a regular class at the teacher’s recommendation. Below, for future research, 
I examine the ways in which the child and his mother have understood the transfer and 
whether their perception of “having a disability” has changed.
The Special Needs Education System and
The Start of School (Enrollment) in Japan
　　Special needs education in Japan is defined as “providing appropriate educational 
support to each student with a disability according to his or her individual educational 
needs.” Since the special needs education system started in 2007, places for students with 
disabilities have been, in principle, decided according to the “severity” of their disabilities. 
These places are in schools for special needs education, classes for special needs 
education, and regular classes, including resource rooms for special instruction (Takeuchi 
2010).
Schools for special needs education
Schools for special needs education provide education for children with visual impairment, 
aural impairment, intellectual disability, physical disability, or health impairment (including 
those in poor health). In schools for special needs education, there are four levels: 
kindergarten, elementary, lower secondary, and upper secondary. Tuition by home visit is 
provided to students with a severe disability or multiple disabilities who cannot attend 
school. 
Classes for special needs education
Classes for special needs education focus on students with relatively mild disabilities and 
are established in regular elementary and junior high schools (in principle, the classes are 
established according to the type of disability). The types of disability supported in this 
category are intellectual disability, physical disability, poor/impaired health, amblyopia, 
hearing difficulties, linguistic disability, and autism/emotional disorder. 
Special instruction given in resource rooms
Students with a mild disability who attend regular elementary/junior high schools may 
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receive special instruction according to the type of disability in a place for special 
instruction (resource rooms) for a period.
 (MEXT 2016)
　　When students with disabilities start school, the educational committee decides where 
they should attend school from a comprehensive perspective, taking into account the 
status of the disability, the necessary educational support, the situation of the educational 
system development in the community, and so on (MEXT 2016). In the current special 
needs education system, which is based on the ideal of inclusive education, there is some 
flexibility in choosing the type of school to attend. Consequently, while in principle it was 
difficult to transfer from a class or school chosen at the start of schooling to another class 
or school, transfers are reportedly more readily available now that take into consideration 
the children’s development and their adaptation. This should mean that, even when the 
child is placed in a school or class for special needs education at the start of school, it 
should be possible for them to change the type of school when they move from elementary 
to junior high school or from junior high to high school. However, in reality, many of those 
who are placed in a school or class for special needs education at the start of their schooling 
will remain in a similar type of school or class when they move to junior high school. Many 
of them will move to the upper secondary education stage when they leave junior high 
school but, depending on the local authority, many move to schools for special needs 
education. Furthermore, many will attend evening classes or take correspondence tuition 
when they move to high school. In other words, the place where children in schools or 
classes for special education needs find themselves at the junior high school or high school 
stage is determined largely by the choice made when they start school. This means that 
the choice of place at the start of school exerts an important influence on their subsequent 
educational career (Sakai and Tanigawa 2017).
A Brief History of Taro’s Life So Far
　　Taro was born in 2003. His family consists of his father, mother, and grandmother, a 
sister ten years older than Taro, and a brother seven years older than Taro. His mother 
says she started to feel uneasy about Taro’s development when he was an infant. When 
Taro was six or seven months old, he did not display typical infant behavior toward his 
mother: he did not lean on her when she embraced him, for example, and she “had a 
feeling that we were not completely connected.” Gradually, Taro’s mother started to feel 
the same unease about Taro’s delayed speech development. She says Taro spoke jargon 
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but could not hold a conversation.  
　　When Taro was about two years old, his mother’s anxiety about his development grew. 
In addition to Taro’s delayed speech, his excessive resistance to unfamiliar places made his 
mother anxious. She tried to reduce Taro’s anxiety when they were visiting a place for the 
first time by telling him about it in advance and showing images taken from the Internet. 
　　Taro’s mother says that she realized Taro’s development was very delayed when she 
compared his behavior to that of a video of his sister and brother at the same age. Her 
friend told her about a help desk regarding child development, and she immediately phoned 
for an appointment. From that moment on, things proceeded smoothly. They had a 
consultation on development at the local public health center, and Taro and his mother 
began attending the parents-and-children’s class offered by the support unit for infant 
development at the local welfare center for the disabled. Taro’s mother also obtained Taro’s 
disability certificate as soon as they began attending class at the children’s consultation 
center, when Taro was three years old. The classification was intellectual disability 4  
(without autism). 
　　After the diagnosis, Taro’s mother searched for information and arranged for him to 
attend two treatment facilities to provide a treatment environment that was suitable for 
Taro. When Taro turned three, he started to attend kindergarten: on weekdays, he 
attended kindergarten in the morning and treatment facilities in the afternoon three days a 
week. He also began Kumon lessons. His mother always accompanied Taro1 and was 
occupied with coordinating Taro’s schedule. Taro enrolled in the class for special needs 
education when he started compulsory education and transferred to the regular class when 
he went into fourth grade. He graduated from elementary school and moved to the regular 
class in a junior high school: he is now in the third grade of junior high school. 
　　Below I would like to examine Taro’s case from the start of school until the present in 
more detail, based on interviews2 with Taro, his mother, and the teacher in charge of the 
class for special needs education at the elementary school. 
Analysis of Interviews
The Elementary School Period
　　The initial judgment for Taro’s enrollment was that he was “appropriate for regular 
class.” Usually, the majority of children with this judgment would enroll in the regular 
class. However, Taro’s mother rejected this judgment.
－ 231 －
The Transfer: The Change in Category from Disabled to Healthy Child and the Mother’s Perception
Interviewer: [I heard that] Taro was told he would be fine in a regular class when 
he started elementary school.
Mother: The judgment of the enrollment consultation is, after all, […] not based 
on whether the child can learn properly. Children who would cause trouble are 
sent to the special class. Those children who would cause trouble are then 
judged, and because they can take turns in the resource rooms, they should be 
fine if they receive special instruction in the resource rooms. Or because they 
cannot listen to the teacher at all and need an adult constantly, they should be 
sent to schools or classes for special needs education. Well, I did not trust it. I did 
not want to go along with the judgment, because I thought the judgment was 
made for the sake of the school rather than for the child, so I did not trust it very 
much. 
Taro’s mother fundamentally mistrusted the enrollment judgment because she thought 
those making the judgment, including the education committee, would focus on whether 
the child would cause trouble for others rather than on whether the child (Taro) could learn 
properly. At his mother’s insistence, Taro joined a class for special needs education, 
although he was told that the regular class was appropriate. However, the fact that the 
regular class was deemed appropriate at the start of school would later influence the 
judgment of the teacher (Taro’s homeroom teacher in elementary school)3 about his 
transfer. 
From the Encounter between the Teacher and Taro until the Recommendation for Transfer
The teacher: Then, before he enrolled, he had a kind of interview.
Taro’s mother: Oh, yes. There was something. Something like an enrollment 
consultation…
The teacher: When you came for the consultation, we met. At that point, the 
principal who attended the session said, “the regular class judgment but 
somehow, they really wanted to agree to this,” that’s how it started […]. Because 
[Taro] could do everything other kids did, everything. […] Because it was so 
right from the beginning. “Really, are you sure you want this place?” I said 
something to that effect.
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Taro was a “well-performing child” right from the moment he enrolled in elementary 
school and “was, in fact, supposed to enroll in the regular class.” The teacher 
recommended a transfer when Taro was in third grade, and Taro enrolled in the regular 
class starting in fourth grade. In articulating the reasons why she recommended transfer, 
the teacher says that if Taro had stayed in the class for special needs education, it would be 
“a pity,” and he would be “hidden.” 
The teacher: Still, it was a pity […] If he had stayed here, as a well-behaved boy, 
he would be hidden from the world, I thought.
In fact, the teacher had started to look for an opportunity to suggest the transfer when Taro 
was in first grade. In her words: “For a long time, from the time he was in first grade, I was 
thinking about when I should bring this up.” Taro’s former homeroom teacher was actively 
pursuing Taro’s transfer. She explained her judgment as based not on Taro’s abilities but on 
whether he would make trouble in the classroom. “Well, what makes the child suitable [for 
the regular class] is, basically, I think, whether he/she disturbs the class or not.” 
　　The teacher explained that her perception had been formed by her experience of 
spending time in the regular class with students from the class for special needs education 
who wanted to go to the regular class. It was not a transfer, but the students spent time in 
a regular class accompanied by the teacher.
The teacher: In the same grade, there were three [students who wanted to go to 
the regular class]. OK, then, these three were in the same grade, so why don’t 
we try lessons in the regular class, and I accompanied them. […] We attended 
the arithmetic lesson for the fourth grade. […] These three, when one of them 
did something strange, would say, “What are you doing? It’s noisy.” How can I 
explain it? It could be because of preparation at the receiving end. Well, they 
started to talk noisily and loudly there and then. How can I explain it? Well, they 
could not blend in. They could not blend in easily because they had something. 
[…]. Well, the homeroom teacher [of the regular class] kept complaining about 
how long they were going to stay.  
Based on this experience, unlike these students, Taro, who “is not forgiven as such but is 
helped by other children if he does something completely wrong,” would not disturb the 
class as a group, she thought, and she felt that he could transfer. 
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　　On the other hand, Taro’s mother described her reaction when the teacher 
recommended Taro’s transfer:
The mother: Yes, that’s right. It was out of the blue, sort of… […] During the 
interview, the homeroom teacher suggested it, and I was asked what I thought. 
So in the end, I replied that it was like spectacles: you can see well, but if the 
spectacles are removed, you cannot see well, and although Taro was doing well 
because he was in the class for special needs education, I was not sure whether 
he could do just as well in a regular class. That’s what I said. 
Taro’s mother was initially mistrustful of the teacher who had suggested Taro’s transfer, 
but in the end, she went along with the teacher’s recommendation and agreed to the 
transfer.
Taro after the Transfer
　　After the transfer, Taro’s school life turned out to be largely trouble-free, although 
there were minor issues, as his mother mentioned:
The interviewer: So Taro attended the regular class in his fourth, fifth, and sixth 
grades, and there was no problem?
The mother: Yes, that’s right.
The interviewer: Does it mean he had no problems with interpersonal 
relationships or academic work?
The mother: Yes, there were a few problems for which I was summoned to the 
school, but they were not caused by Taro; rather, he was dragged in.
Taro then moved to a regular class at a public junior high school. 
The interviewer: Does the junior high school know Taro’s history so far?
The mother: Well, I think probably some information has been passed on by the 
elementary school. […] Yes, that’s right. We have been so fortunate: things have 
been developing in the right direction.
[…]
The interviewer: So Taro has not been in major trouble since he moved to junior 
high school? 
The mother: Yes, that’s right.
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Not only that, Taro got the second highest grade on the end-of-exam in second grade in his 
junior high school, and he is certainly among the top performers. 
Taro’s view of the transfer and junior high school
The interviewer: Do you remember how you felt when you were a fourth grader 
and started attending regular class?
Taro: Well, somehow, I had quite a few friends in the regular class at that time. 
[…] Well, because I had quite a few friends, I don’t think I was too worried. […] 
Rather than being worried, I was curious how things were there. Yes, I was 
curious, I think.
Taro was not too worried about the transfer and, aided by his friends, he was integrated in 
the regular class without problems. He joined the badminton club in junior high school and 
built a close relationship with the supervising teacher. He is just a “regular” boy who trains 
hard to improve his badminton skills. As mentioned above, he is among the top academic 
performers in the school, and he is rather dissatisfied with his current public junior high 
school. 
Taro: I am not saying it is not enough. Well, the lessons I take are, well, like 
revision. Revising what we did in the first grade. I think we should be making 
much more progress at this point. Well, maybe this is because it is a public 
school. Well, I do not know, but the pace of lessons is, well, somehow normal, or 
rather a bit slow. Well, it feels like lessons are focused on revision. This may 
sound a bit funny, but the reason for it, well, is that because people chat a lot 
during the lesson, and, well, the teacher spends time lecturing us, or rather 
warning us, and we waste a lot of time because of it. 
Taro is in the second grade at the junior high school and is thinking about the entrance 
exam for high school. He compares what he is doing at school with the curriculum his 
sister and brother followed in their private schools and is worried that he is attending a 
public junior high school that is progressing relatively slow academically. 
Taro: Well, I think the private schools […] go much faster. It is totally different. 
In the case of the public school, well, it is wrong to say that it is not advancing, 
but well, there is still a gap with the private schools. 
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All the interviews were conducted by three interviewers, and all the interviewers formed 
the impression that Taro was a problem-free, rather clever boy who would articulate his 
views to the interviewers, whom he was meeting for the first time. It felt as if the Taro 
who his mother told us about earlier was totally different from the Taro whom we met. We 
did not see any disability in Taro’s behavior. It appears that our impression of Taro is 
similar to what his current homeroom teacher at the junior high school has to say about 
Taro. 
The mother: The homeroom teacher misunderstood Taro somewhat. He thought 
Taro was being standoffish, or rather, he was keeping his distance from others, 
while others wanted to be with him. But Taro was deliberately keeping his 
distance. 
The homeroom teacher accused Taro of being standoffish because he spent break periods 
on his own. His mother, on the other hand, regarded the teacher’s perception as a 
misunderstanding stemming from his ignorance of Taro’s disability, and she sought to 
remedy it. 
The mother: I then spoke to the school’s counselor and asked the counselor to 
tell the homeroom teacher [that Taro had difficulties in communication]. Then, 
“Ah, I see,” and the misunderstanding was resolved. 
She attributed the fact that Taro cannot try to resolve such misunderstandings to his 
“intellectual disability.” 
The mother: Taro often remains silent [about what he is told by the teacher], or 
rather, he just accepts it. So I think there are many cases in which people with 
borderline intellectual disability are falsely accused of crime, and I understand 
why that is the case, really.
Taro’s Mother’s Perception: Justification of Taro’s Disability
　　There are many instances in the interviews where Taro’s mother linked Taro’s 
behavior with a disability. For example, the fact that Taro is leading a problem-free life in 
the regular class at the junior high school is understood by his mother as the outcome of 
the medical treatment that was offered to him: “I did not expect [Taro] to go to university, 
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but if his university education cost 10 million yen, until he turns ten, we should try 
whatever can be bought with money” (interview with Taro’s mother). Consequently, when 
Taro, now in junior high school, said, “I want to go to X University” (one of the top 
universities in Japan):
The mother: When he heard that the therapist at the treatment center was from 
X University, he said he also wanted to go to X. I thought it must be the kind of 
dream when kindergarten kids say they want to become a pilot, that kind of 
dream. So then, I quickly rejected it. I said “If you want to go to X, you have to do 
at least twenty Kumon sheets [worksheets of the Kumon tutoring program] each 
day starting today. Otherwise, I do not think you can be accepted to X.” Then he 
said, “Then, let’s forget about it.”
Here, Taro’s statement, “Then let’s forget about it,” was treated not as Taro’s rejection of 
his mother’s almost reckless suggestion that he had to complete twenty Kumon 
worksheets every day but as Taro’s lack of consideration. Furthermore, she told Taro, “You 
have to master what normal kids will learn quickly and naturally by training hard,” and she 
commented on his “particularity,” which is linked to his disability. 
  However, Taro’s mother tried at one stage to change her approach of associating Taro 
with intellectual disability. This can be seen when she considered changing the way she 
dealt with and instructed Taro after witnessing how Taro blossomed after he started his 
first grade at elementary school: 
I discussed [with the therapist at the treatment center] how to rethink and 
change the ways I, as a parent, deal with and instruct Taro, having witnessed his 
remarkable progress since he started elementary school. [As a result,] I have 
confirmed again that Taro still needs support and consideration while developing. 
(Excerpts from the note written by Taro’s mother to the homeroom teacher of 
the class for special needs education when Taro was in first grade at the 
elementary school)
It is not that Taro’s mother’s perception associating Taro with intellectual disability did not 
fluctuate when he was growing up. However, the expert in the treatment system guided 
her back to the context of “disability.” 
　　Furthermore, she said that Taro’s development, as a result of the treatment system, 
has led to other difficulties specific to intellectual disability, because it can be classified as 
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“mild” or “borderline.” In elementary school, when Taro’s transfer was decided, she aimed 
to put her son in “the elite among children with disabilities,” but she was worried that her 
son would be positioned at the lower end of the regular class, a representation of 
“mainstream society.”
The mother: Well, I was worried. I was worried more about what would become 
of him. I still have the same worry. I can say I was aiming to put him in the elite 
among children with disabilities to an extent; I was thinking of making him a child 
with a disability who can work; someone with a disability. But if he transfers to a 
regular class, because there are many hurdles in the regular class, or rather, 
mainstream society, to reach the level where he can work, work as a regular 
employee, I was worried that he would have to overcome all these hurdles. 
Furthermore, Taro obtained the disability certificate when he was three years old and still 
holds it. However, if he took the developmental test, he would not be certified as disabled. 
This could lead to the rescinding of the disability certificate, which would mean that he has 
to live as a “healthy adult.” About this possibility:
The mother: He will probably not be issued with the disability certificate. On the 
other hand, it is unlikely he could become what is called a ria-ju [living the life]. 
At the end of the day, though there aren’t many things he cannot do, he probably 
has more worries than normal people. A slight change in the environment could 
lead to a withdrawal, withdrawal from society. If he is bullied a bit in one social 
group, usually he would just have to find another group and try again, but I am 
afraid he could become withdrawn because of that. It feels like I have been 
thinking all along how to avoid such a situation. 
As seen above, Taro is consistently classified as “disabled” by his mother. She understands 
that removing the framework of being disabled would make Taro’s life in society difficult. 
Conclusion
　　As we have seen, Taro’s mother understands and interprets Taro’s behavior in the 
context of “disability,” even after Taro’s transfer. Taro, on the other hand, does not actively 
contradict his mother’s perception, and it appears he accepts his mother’s story. For 
example, Taro is still attending the treatment center because of his mother’s instructions, 
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and he is told to have “a chat” with boys and girls of his age there who come to receive 
treatment in the same time slot. However, Taro does not have anything in common with 
them to chat about. He does not have a problem with his friends at junior high school 
because “they hit it off,” but he finds it difficult to have “a chat” with the friends at the 
treatment center because they are “difficult to relate to” and because he feels he “does not 
get on with them.” Taro said, “I know it contributes to my development if have a chat, but 
it is a bit of a pain.” For his mother, this is evidence of his “difficulties in communication.” 
　　As described above, Taro and his mother see things differently. However, today’s Taro, 
who is dissatisfied with the academic level of his public junior high school, who is 
performing well academically, who has many friends, and who dreams about going to 
university in the future, would not have existed if he had not been given the opportunity to 
transfer. If he had stayed in the class for special needs education, as was his mother’s wish, 
he would have continued to be a “low-maintenance” subject of special support, “the elite 
among the disabled,” and “a good boy who is a model for those in the class for special 
needs education.” The junior high school homeroom teacher’s “misunderstanding” that 
Taro was being standoffish stemmed from the fact that Taro was outside the framework of 
those “having an intellectual disability.” In other words, the identity of children with a 
disability can change depending on where they are placed in the school education system, 
the system’s understanding of them, and their own understanding of themselves. Who 
Taro is considered to be and whether he is treated as a subject of educational support 
depends on the category that is applied to him. One of the points Taro’s case suggests is 
that institutions produce children with a disability as well as healthy children.
　　We should not forget his mother. Taro’s mother has consistently maintained the 
perception that he “has a disability,” that he “is disabled.” This perception is not produced 
solely by the actions of the medical treatment experts. It can be seen as a strategy she has 
worked out, taking into consideration the system of support for the disabled in Japan today 
and Taro’s independence in the future. 
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Notes
1 ）Taro’s father is busy at work, and Taro’s mother is in charge of childcare. Taro’s father, 
in principle, accepts all of Taro’s mother’s decisions about Taro’s education. 
2 ）So far, seven interviews have been carried out. In this note, I will examine four 
interviews between 2015 and 2018. In addition, Taro’s mother has provided me with 
the correspondence notebook used for the treatment center. 
3 ）The teacher we interviewed has worked as a homeroom teacher of the class for 
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special needs education since Taro enrolled in elementary school. She strongly 
recommended transfer when Taro was in the third grade. By the time she met Taro, 
she had worked as a teacher for fifteen years and had looked after several classes of 
special needs education.
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【効用 1 】 授業の振り返りを通じて、知識の定着や理解の
確認が進む。















































































































　対話ジャーナルの効用について 3 （ 1 ）①で述べたが、そうした効用を果たして
学生はどのように感じ、自身の成長として受け止めているのか、グループインタビュー
を試みて効果検証を行った。インタビュー対象は共通科目「思考技術基礎」を 2018
年秋学期に履修した 1 、 2 年生 13 人である。内訳は男子 6 人、女子 7 人、学部は
文学部 7 人、教育学部 4 人、法学部 2 人である。この授業は LTD註2 と呼ばれる教
育手法を中心に、毎回、なんらかの協同学習を取り入れた初年次教育科目である。ま
た、13 人のうち 3 人が対話ジャーナルを用いた授業をこれまでに受講したことがあっ
た（受講したのは 3 人とも教育学部の「保育内容総論」）。
　インタビューは表 3 のとおり、 5 つの質問を尋ねる半構造化インタビュー方式を
採用した。担当教員への遠慮や教員からの誘導的な質問を排除するためにインタビュ
アーは筆者や森川ではなく、学内の PASS（Peer Assessment Support Staff）註3 の学

































































【効用 2 】。他人からコメントをもらうことにより「客観視してもらえる」（B 2 ）、「視






























































1 ～ 3 を確かにすることに力を注げば、自らの学びを内省しながら相手の学びに立
ち会う準備が整ってくるようである。
⑤　グループインタビューから見えてきた留意点
　前述のように、13 人全員が効用 1 ～ 3 という 3 つの効用を感じ取っていたが、
最初から 3 つの効用を感じ取れていたわけではない。グループ C では設問 4 の回
答時に、対話ジャーナルへの取り組みが「最初はイヤイヤのこともあった」（C 4 ）
と語られ、他のメンバーも「めちゃ、思っていました」（C 2 ）などと強く同意して






　すなわち、効用 3 が効用 2 の基盤を形成していたことがここでもわかる。また、








　第 1 に、効用 1 ～ 3 の基盤となる「否定をしない」「受容」「共感」という自信
































































註 1  　 筆 者 が 対 話 ジ ャ ー ナ ル を 知 っ た の は Barkley, Major & Cross（2006）











註 2  　LTD は Learning Through Discussion の略で「LTD 話し合い学習法」として




註 3  　PASS とは創価大学教育・学習支援センターが行っている授業改善支援サー
ビスの一つである。トレーニングを受けた学生が教員の要望に応じて、授業改
善のための情報を授業観察や受講生インタビューにより収集して提供する。
註 4  　筆者もかつて実践していたが、例外として、林（1994）が考案したラベル新
聞は学生相互の交流に開かれた振り返り活動である。
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主体的・対話的で深い学びを促す振り返り
A Case of Pedagogic Cooperation: How “Dialogic 
Journal” Promotes Students’ Proactive, Interactive, and 
Deep Learning
Kazuhiko SEKITA　Yumi MORIKAWA
　　The National Curriculum Standards have recently updated and emphasized to implement 
proactive, interactive, and deep learning from the perspective of active learning. To 
successfully realize such learner-centered learning, teachers need to encourage their students 
to “look back” their daily learning experiences and achievements. In this paper several tools 
for students’ reflection on their learning are introduced and examined, which are used in the 
first author’s classes. Particularly effects of Dialogic Journal are explained and investigated. At 
last, some remarks are discussed for elementary and secondary school teachers to conduct their 




Reflections on YouTube 
as a Site for Civic Engagement and Learning
Chloe Garcia
Abstract
This paper is based on a public lecture held at Soka University in Tokyo, on June 6 th, 
2018. It explores some of the literature and my insights around young people’s usage 
of social media platforms and YouTube specifically for civic engagement and learning. 
First, I address the prevalence of social media in Canada and Japan, and explore some 
concerns that arise around the relationships between technology and youth. I 
introduce concepts like civic engagement and participatory cultures to examine the 
relationships between their consumption and production of social media texts- on 
YouTube particularly- with online political participation and learning. I end this paper 
with my thoughts on the importance of YouTube media education for critical pedagogy. 
This paper aims to motivate educators to recognize the important political and 
educational role that YouTube plays in the lives of modern youth, and to critically 
explore this platform with their students.
The 21st century has shaped a new generation of young people unlike any of the previous 
ones. Unprecedented access to mobile and online technologies enable youth to access 
platforms and tools that offer creative and simple ways to communicate across the global 
stage and produce their own media. Many young people are using their online platforms 
and social networks to advocate for theirs or others’ rights through hashtags, blogs, vlogs, 
and shared posts. The #MeToo movement exemplifies this application of technology, with 
large numbers of people including youth turning to Twitter, Instagram, YouTube and 
Facebook to bring attention to their experiences with sexual violence. Youth media 
production for social justice inspired my PhD research, which explores youth production of 
YouTube videos to raise awareness about sexual violence topics.
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The following paper draws from the literature and thinking that informs my PhD research 
to explore how youth use social media, and YouTube in particular, for learning and civic 
engagement. My work acknowledges concerns around youth participation in online spaces, 
while also drawing attention to the positive ways in which they become involved in 
participatory politics and awareness-raising through digital platforms. I focus on YouTube, 
a popular media-sharing site that garners millions of young viewers and producers 
worldwide, and a well-known tool for youth self-expression. The paper ends with 
reflections on the importance of teachers acknowledging, learning from, and improving 
youth participation on spaces like YouTube. I argue that educators should critically engage 
with this platform and its complexities to ensure that young people thoughtfully consume 
YouTube media and produce their own transformative media.
Context: Youth and media usage
In both Japanese and North American contexts, we find young people are avid consumers 
and producers of digital media. Robb, Bay, and Vennegaard (2017) note that Japan teenagers 
devote approximately 4  hours a day using mobile devices, whether they are tablets, or 
cell phones. Of this time, the report suggests that youth spend approximately 42 minutes 
on social media sites, and 44 minutes are dedicated to watching videos. While 13 to 15 
years olds spend less time on their devices- about 3  hours and a half- older teens in high 
school use their mobile devices for up to 5  hours. The GSMA and the Mobile Society 
Research Institute report published in 2015, which examines compares 7  European 
countries with Japan, found that of the most popular uses of the Internet, watching video 
was rated at 88% and studying at 77%. 
The time and usage of social media in Japan reflects in many ways the situation in North 
America. The Statistics Canada 2016 General Social Survey (Canadians at Work and Home) 
reported that most Canadians between the ages of 15 and 24, and 25 and 34, reported using 
the Internet daily. The 2015 Media and Technology Habits of Canadian Youth Survey 
further revealed that 63% of Canadian children (outside Quebec) between 9  and 18 use 
smartphones daily, with 53 and 47% using a laptop and tablet respectively (Shaw Rocket 
Fund, 2015). Social media use is popular, evidently, amongst North American youth, as is 
video streaming. CIRA (2016) notes that, “Canadians are big viewers of online video, with 
a quarter of all users streaming one-two hours per day.”
Evidently, as was the case with television and video games in the last few decades, social 
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media and technology use amongst young people has sparked debates around health and 
safety. The Internet is a contentious space, which leads to some worries around the safety 
of children and youth in digital spaces. For example, in recent years, cases of cyberbullying 
have attracted the international attention of the public and scholars, spurring dialogue 
around the ways young people use of digital spaces and technology to bully their peers. 
While we know that the Internet is a site where positive types of socialization can take 
place, digital and technological platforms like Facebook, Twitter, or Line also facilitate 
cyberbullying (Media Smarts). This can take the shape of harmful messages, false rumors, 
photo-shopped images, and more. A Canadian study on cyberbullying and cyberstalking 
found that, “Nearly one in five Internet users aged 15 to 29 reported having been 
cyberbullied or cyberstalked.” (Statistics Canada, 2016) Youth in Japan also encounter large 
amounts of cyberbullying in schools, with over 8,787 cases reported in 2013 (Murai, 2015). 
Similar to cyberbullying is the popular trolling trend. Trolls are individuals who like to 
cause to trouble in online spaces. These trolls may use their own websites to post their 
content, travel through online games, or participate in public comment feeds. Coleman 
(2012) writes, “Trolls value pranking and offensiveness for the pleasure it affords.” (p.112) 
Both cyberbullying and trolling can cause distress, and are just some of the many forms of 
technology-facilitated violence that Internet users face. 
There are also concerns around youth exposure to the misrepresentation of facts, or false 
information, which prevails online. In an era where “fake news” has become a prominent 
topic of conversation, it is instrumental that Internet consumers critique news stories, 
media, and propaganda that come from mass media outlets, as well as their friends’ 
Facebook posts or their favorite blogger’s video. Michela Del Vicario, Bessi, Zollo, Petroni, 
Scala, Caldarelli, Stanley and Quattrociocchi (2016) write:
Digital misinformation has become so pervasive in online social media that it has 
been listed by the WEF as one of the main threats to human society. Whether a 
news item, either substantiated or not, is accepted as true by a user may be 
strongly affected by social norms or by how much it coheres with the user’s 
system of beliefs. (p.57)
The argument that online spaces can be breeding grounds for violence and harm, and that 
misinformation online exists, are only some examples of the rhetoric around youth and 
their relationships with media and technology. Evidently, they affect how parents, educators 
and researchers envision media education and the inclusion of technology in general in the 
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classroom. However, studies and current events are also revealing the positive aspects of 
technology and media, and influencing perceptions of youth usage of media. When used 
responsibly, mobile technology, online games, and digital platforms can offer accessible, 
creative, and diverse platforms of learning, communication, civic engagement, and more. 
Youth and civic engagement
The definition of engagement varies across fields and scholars, however in the context of 
this work, I refer to the ways that “an active citizen participates in the life of the 
community in order to help shape its future” (Crowley, as cited in Adler & Goggin, p.239). 
It is an important concept to be mindful about in 21st century education, particularly for 
schools and teachers who aim to create global citizens that can effectively participate in 
democratic society. Civic engagement can happen in both formal and informal settings, 
online or in physical spaces. 
Youth civic engagement has always been complex. Historically, young people have had 
little access to political arenas where their involvement would be welcome. Their political 
engagement and resistance movements have often taken place in the margins of society, 
outside of the typical political platforms. Today, online platforms offer accessible spaces 
where youth can work together to bring about the change they would like to see in the 
world. Cohen and Kahne (2012) argue that media platforms offer youth unique 
opportunities to engage in political discourse, with each other or to politicians, leaders and 
administrators. They refer to the notion of participatory politics, which they define as 
“interactive, peer-based acts through which individuals and groups seek to exert both 
voice and influence on issues of public concerns” (vi). 
Cohen and Kahne further note that participatory politics are a ‘ground-up’ means for youth 
to become involved in politics without falling under the umbrella of institutional activity, 
providing them with opportunities to explore their creativity, to share their opinions 
outside institutionally governed platforms, and to reach larger audiences. 
Moreover, online spaces also offer useful platforms through which marginalized populations 
like girls and women can talk back. Several scholars have recognized the ways that girls, 
for instance, use their digital networks and spaces like Twitter, YouTube, blogs, and 
personal websites to communicate with each other, speak to topics that interest them, and 
in some cases, call attention to issues affecting their lives such as sexual violence and 
sexism (Garcia & Vemuri, 2017; Keller, 2012; Rentschler, 2014; Sills, Pickens, Beach, 
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Jones, Calder Dawe, Benton-Greig, & Gavey, 2016). In her work on girl bloggers, Keller 
(2012) draws attention to the ways that blogging communities and platforms offers 
opportunities for these youth to express themselves. She writes, “Participatory culture as 
space […] may offer girls more political agency as cultural producers than other more 
traditional spaces for political activity,” (p. 434) highlight the reality that online platforms 
offer girls a sense of community and independence that institutional spaces might not 
afford them. 
Henry Jenkins and his colleagues conceptualization of participatory culture offers a useful 
lens to understand youth communities involved in online participatory politics. 
Participatory cultures encompass youth digital networks where dialogue and media 
production occur, generally to achieve similar goals. Jenkins, Clinton, Purushotma, Robison 
and Weigel (2009) provide the following definition:
A participatory culture is a culture with relatively low barriers to artistic 
expression and civic engagement, strong support for creating and sharing one’s 
creations, and some type of informal mentorship whereby what is known by the 
most experienced is passed along to novices. A participatory culture is also one 
in which members believe their contributions matter, and feel some degree of 
social connection with one another (and at least they care what other people 
think about what they have created. (p.4)
 
Participatory cultures situate youth as active rather than passive consumers and producers. 
Moreover, Jenkins et al. (2009) believe that making media and teaching one another within 
their own participatory cultures enhance opportunities for civic engagement and promote 
learning. This depends, of course, on the nature of the community and the youth who are 
participating. Participatory cultures can take different shapes (Shafer, 2011). For example, 
some communities may come together to ‘remix’ existing content to make their own, like 
comic book fans who will edit and remix movies and storylines to make their own. Others 
refer to archiving content, like creating a website for young people collect pictures of their 
experiences with sexism. Finally, some participatory cultures are concerned with making 
new content, like YouTube producers creating videos to spread their message. Across most 
of these communities, members teach one other about a variety of skills and knowledge 
(Jenkins et al., 2009). They learn media-making, leadership, and communication skills as 
they collaborate and participate within these communities. The production aspect leads 
young people to reflect about and research content, for instance, and as well, develop their 
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production skills. Further, the dialogue and discourses within these sites inevitable 
contribute to meaning making. In many ways, social media platforms perform similar 
meaning-making roles as traditional media. The videos or images that young people make 
can therefore similarly contribute to audiences’ knowledge, beliefs and attitudes, through 
the messages they communicate, how these are designed, and where they are shared. 
While I agree with Jenkins, Ito and boyd (2016) that YouTube itself is not a participatory 
culture, it does provide a space in which youth communities with political and educational 
goals can build and connect, share knowledge and engage in dialogue. Jenkins writes, 
“Participatory culture and politics seems to be an important equalizer of opportunities for 
engagement in the political process.” Away from the institutional controls of adults and 
flexible to needs of the young people that build these communities, youth are claiming 
their roles in the political sphere. Whether they create response videos, vlogs, or public 
service announcements to protest sexual violence or gun control through hashtags or 
YouTube videos, young people are using their own systems, networks, and media to 
engage in political dialogue. The next section expands on this idea.
YouTube as a site of civic engagement and learning
YouTube’s popularity as a social media platform makes it an ideal site to explore. Its 
website indicates that the user-generated content sharing platform attracts over a billion 
users across the world. Since YouTube does not create its own content, YouTube media-
makers are instrumental to its revenues. In recent years, the company has even invested 
in a “YouTube Spaces” team that helps creators produce videos through programs and 
workshops organized in key locations across the world, including Tokyo. YouTube channels 
stream music videos, tv shows, tutorials, movie trailers, games, cat videos, and educational 
materials. A popular youth genre is the vlog, which usually features individuals speaking 
their opinions or stories directly to a camera. 
On the YouTube platform, they write, “YouTube overall, and even YouTube on mobile 
alone, reaches more 18–34 and 18–49-year-olds than any cable network in the US.” In late 
2017, an online statistical analysis website identified YouTube (along with Facebook and 
Line, respectively) as a leading social media platform in Canada and Japan (StatistaA, n.d; 
StatistaA, n.d.)
 
Scholars have expressed varying opinions about the extent to which youth YouTube videos 
reflect civic engagement (Burgess, 2009; Caron, 2017; Lange, 2014). While most can agree 
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that youth-produced media texts on the platform contribute to cultural production, debates 
occur around the extent to which their media content fall into the realm of civic 
engagement. For example, in her work with teenagers, Patricia Lange observes that kids 
in her study did not always create civic engagement YouTube videos, but their video 
reflected “kids’ ability to participate in civic life and develop important digital literacies.” 
(p.98) She calls for, “Discourses on kids’ civic engagement [to] respect kids’ individuality 
and contributions, recognize their tolerance for diversity, and involve them in civically 
motivated media as dynamic agents of change.” (p.98)  Caroline Caron, whose research 
does look at civic engagement videos and how young people talk about bullying on 
YouTube, suggests that YouTube vlogging constitutes a different type of civic engagement 
than offline political participation. She found that her sample of videos reflect a desire for 
young people to share their thoughts, to create conversation, and to engage with others, 
which in turn promotes political conversation and awareness. 
To show you a small example of the relationship between YouTube, education and civic 
engagement in my field, I refer to a small project I conducted last year. In this previous 
study and in my current work, I have argued that YouTube offers a space where young 
people (and others) take political positions and teach other. In 2017, I co-published an 
article in the journal Girlhood Studies with my friend and colleague Ayesha Vemuri where 
we carefully investigate how girls and young women use YouTube to talk about gendered 
and sexual violence and advocate for change. We looked at vlogs, which are videos that are 
usually filmed in one shot, showing an individual speak to a camera. Our qualitative study 
combined a thematic analysis of ten videos with a media literacy and ecological framework. 
We found that their videos were insightful and reflected a diversity of experiences and 
perspectives. Our sample reflected that young people underwent a thoughtful process in 
communicating their discourse. Although we did not conduct an analysis of the audience’s 
comments about the videos, we saw that YouTubers were aware of their audiences, 
addressing them to offer support or calling out behaviors, and some even inviting 
comments. We concluded that based on our analysis, YouTube videos created by girls and 
young women offered opportunities for learning about difficult topics outside the classroom 
that may interest educators and policy-makers. That initial work also suggested that some 
YouTubers’ communities may indeed be participatory cultures, where groups of individuals 
join together in similar goals and interests to teach and learn from each other.
Moreover, several YouTubers turn to YouTube to discuss and teach about controversial or 
taboo topics that are absent from mainstream discourse. For example, a number of young 
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vloggers are filling an important gap in school-based sexuality education with their 
YouTube videos, addressing topics that might be missing from curriculum in engaging ways 
(Johnston, 2017). Some young celebrity vloggers like Laci Green or Hannah Witton, attract 
hundreds of thousands of viewers, and thousands of comments. In many ways, these 
YouTubers thus engage themselves in participatory politics; with sexuality education an 
object of contention in North American curricula and divisive as a topic, young people who 
use YouTube to talk about sexuality are playing both educational and political roles. 
While not all YouTube texts aim for educating audiences, some research shows how these 
videos may still perform political and educational functions. For example, in the literature 
on YouTube as a space for negotiation of identities and gender, some scholars suggested 
that young people’s media helped promote how they and others are perceived (Christian, 
2010; Potts, 2015). In Potts’ study (2015) of video game players on YouTube, she noticed 
that some members promoted positive queer discourse, and potentially fostered better 
attitudes towards the latter amongst fans and audiences. Christian’s (2010) work on the 
queer vloggers demonstrates how these communities play a role constructing and 
representing camp performance. Further, Kellner and Kim (2010) suggest that in cases 
where YouTubers pose questions to their audiences, they are initiating a learning process 
through dialogue. They note, “dialogues and discussion among UTers are vivid moments of 
learning by doing, learning as process, and learning as communication within the public 
sphere of Internet media.” (p.13) In these instances, while the media may not be 
necessarily aiming to teach, they still perform some form of public pedagogy.  
Problematizing YouTube  
YouTube, as a popular social media site, inevitably becomes a site of conflict where forms 
of violence and misinformation take place. To return to the research I conducted with my 
colleague, we found that in a sample of ten videos, there were problematic discourses that 
shared potentially harmful ways of looking at the topic of violence (Garcia & Vemuri, 2017). 
One of our most popular YouTubers, who had over 700,000 views at the time, reinforced 
victim-blaming in cases of violence when she said “It’s simple- there are psychos in the 
world. There are psychos, they will do bad things, and it’s up to you, the individual, to 
protect yourself from these psychos” (as cited on p. 36). We also discuss in this study that 
YouTubers did not necessarily address all the important facets of the topic we were 
investigating. This reinforces that YouTube, while informative, should be viewed critically. 
Finally, although we did not do a study of audiences, we did notice that one YouTuber was 
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frequently attacked in her comments feed, confirming that YouTube can indeed be a 
contentious space of dialogue for youth.
Moreover, another issue with YouTube is its status as a corporation. YouTube’s income 
largely depends on content created by YouTubers, which means the site pays particular 
attention to who is getting the most views. YouTube operates with algorithms, meaning the 
site employs an equation to make sure that people with the most views are the first to be 
seen, and those who are less popular remain down the list of videos (Bishop, 2017). The 
platform’s control of who is visible, and what is heard is problematic. Sophie Bishop’s work 
illustrates this by discussing how YouTube drives girls and women to making ‘feminine 
content’ if they want to earn money as video producers. She also notes that people or 
content who do not fit the mold of ‘popular’ are also cast in the YouTube shadows. This 
economic aspect of YouTube presents a problem for youth participation, insofar as youth 
who want to be recognized and even paid may have to meet the standards of a corporation 
by ‘performing’ what they think others want to hear and see, instead of what they might 
want to say or be. The implications of this performance may be that information provided 
by young people, even political messages, may be communicated to meet the requirements 
of YouTube. Since popular YouTubers can have millions of subscribers, this aspect of 
‘performance’ is worrisome. 
Calling for YouTube media education
At this point, I have explored the delicate balance between the potential of online media 
platforms and YouTube as sites of youth civic engagement and education, and as potential 
harmful sites of learning and participation. In spite of its complexity, and to a certain extent 
because of it, I argue that teachers need to address and facilitate youth participation in 
these online spaces to ensure that students become critical, empowered, and active 
citizens. Media education is at the foundation of critical pedagogy and a necessary tool for 
young people as we rapidly move towards a world dominated by technology.
As 21st century teachers, our responsibilities now extend to teaching young people how to 
thrive in a globalized market, and a technologically-saturated world. Media education is 
vital in this regard. Our duties also include both equipping young people to face the 
realities of the world and effectively preparing young people to become democratic 
citizens, online and in the physical world. UNESCO believes that this involves “educating 
children, from early childhood, to become clear-thinking and enlightened citizens who 
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participate in decisions concerning society.” For decades, media scholars, educators, and 
cultural studies scholars have emphasized the importance of teaching media education to 
warn youth about the power of the media, provide them with skills to analyze media 
content, or teach them to appreciate the artistic aspects of media (Kellner and Share, 
2005). Young people also need to know the extent to which media shapes their culture, and 
how they can and need to participate in media making to express themselves and advocate 
for social change. 
Henry Jenkins et al. (2009) point to the existence of participatory cultures online, and to 
their potential. But they also draw attention to the need to educate young people to 
effectively ‘participate’ online. They expand the notion of media education and media 
literacy to include the many different digital and media skills they need to be critical 
consumers and producers of media, like technical skills, research skills, basic literacy skills 
like reading and writing, or problem-solving skills. One suggestion that particularly strikes 
me are the ‘social skills’. Henry Jenkins and his colleagues state, “The new media 
literacies should be seen as social skills, as ways of interacting within a larger community, 
and not simply an individualized skill to be used for personal expression.” (p.20) Young 
people need support to build the appropriate critical and ethical skills to participate and 
interact within these globalized and networked communities.
With this in mind, I believe that educators need to focus on providing young people with 
the appropriate skills and knowledge to consume and produce media on commercial 
platforms like YouTube that explores their thoughts and invites dialogue. Bringing 
students’ attention to media and their power, encouraging their criticisms, and building 
their skills to work with media is an important part of critical pedagogy. Paulo Freire’s 
seminal work called the “Pedagogy of the Oppressed” (2005) offered a foundation for 
critical pedagogy. He advocated for teaching conscientization, which would mean educating 
students to be critical and aware of the world around them, and to take action against the 
wrongs of the world. As media scholar Henry Giroux (2011) stresses, “Critical pedagogy 
becomes a project that stresses the need for teachers and students to actively transform 
knowledge rather than simply consume it.” (p.7) Today’s landscape points to many young 
people taking action through participatory politics. As educators, we must ask ourselves, 
how we can recognize this political agency, and how can we facilitate youth civic 
engagement? 
Working with youth to improve and enhance participation on YouTube and other social 
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media platforms is a step in this direction. I am of the same mind as Kellner and Kim 
(2010), who argue that “new media like YouTube (UT), combined with a transformative 
critical pedagogy, can help realize the Internet’s potential for democratization and 
transformative pedagogy.” (p.6) The purpose of this paper is not to repeat existing 
arguments for providing media education, but rather emphasize that YouTube, and youth 
practices within the platform, merit specific attention from educators. Based on what I 
have explored, and the popularity of YouTube with young people, I believe that it is our 
responsibility to help young people consume and produce responsibly and critically on 
YouTube. Even if we are polarized on their benefits and challenges of the platform, and 
whether young people are using YouTube to teach other, to talk with their audiences and to 
advocate for change, or staying away from it out of concern or fear, I believe either case 
suggests that as educators, we should consider how we can include and improve youth’ 
YouTube practices in the classroom. 
Kellner and Kim write, “It is an important practical question how critical pedagogy 
practitioners should take advantage of UT in order to construct an alternative Internet 
culture and, in turn, to promote values of human agency, grassroots democracy, and 
sociopolitical reconstruction.” (p.26) my experience in the field suggest that we still have 
progress to make in this regard. In Canada, many teachers continue to refer to YouTube to 
play videos in their classroom, to post assignments, or to record material. I believe we 
need to have a stronger understanding of what the platform is and can do, beyond offering 
a medium to show a movie or assignment instructions. We also need to consider how we 
can enhance our practice when working with YouTube, to adapt to the realities of modern 
society and technology use amongst youth.
So while I recognize that YouTube has its flaws, I advocate that teachers move beyond 
using YouTube as a platform to show videos, to a platform that merits further attention as a 
site for learning, a political site, and a site of creativity and expression for young people. 
While youth may be aware to some extent of the commercial nature of YouTube, teachers 
should consider in-depth explorations of this site as a whole, and of messages in popular 
videos. The platform also offers opportunity to create, edit and post media (publicly or 
privately). Educators interested in teaching civic engagement could explore the ways in 
which youth participation on YouTube and their videos contribute to our political and 
cultural climates, and instruct students on ways to democratically engage in online debates 
and share their thoughts via media platforms. 
－ 269 －
Reflections on YouTube as a Site for Civic Engagement and Learning
There are barriers to my suggestions that educators should turn to social media platforms, 
to YouTube, to teach about the power of media and about youth civic engagement. For 
instance, media education is constantly evolving, and curriculum tends to be different 
across contexts. Parents, schools, and teachers may not share views about media, and 
concerns around social media platforms can arise. For example, some school networks in 
Canada ban access to YouTube in the classroom, which would prevent teachers as well as 
students from being able to work with the site (Steeves, 2012). 
Moreover, technology rapidly evolves, as do online platforms. What is popular today may 
not be tomorrow. Teachers are therefore under a lot of pressure to know what sites youth 
visit, and to understand and be critical of these sites. They also need to be able to engage 
with them effectively in the context of their classroom. Finally, they should also be able to 
produce content within these sites, like a YouTube video, to teach their students. These 
may seem to many teachers a daunting tasks. In Canada, teacher education programs, 
professional organizations and websites offer workshops, tutorials and lessons that are 
useful for teachers interested in professional domain. However, this may not be the case 
everywhere. In these cases, barriers such as stakeholders’ perceptions of media and 
teacher training certainly need to be addressed in the current landscape. 
Concluding remarks
In conclusion, this paper presented some of the literature and my reflections on civic 
engagement and learning that occurs within and through social media platforms and 
YouTube particularly. While I adopt a positive stance towards the role of YouTube in youth 
online political participation, teachers must remain aware and critical of the complexities of 
this as well as other social media platforms. However, given the current climate, and the 
important space and community YouTube offers youth, I advocate that educators cautiously 
but enthusiastically seek to incorporate YouTube media education in the classroom. As 
consumers and producers of YouTube, youth will benefit from a critical pedagogy and media 
education approach to the platform that explores the potential uses and challenges of 
YouTube for promoting social change, as well as teaching and learning.  
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　この論文は、2018 年 6 月 6 日に東京の創価大学で開催された公開講座を基にし
たものである。特に市民参加や市民学習の目的における青少年のソーシャルメディア





いった概念について説明する。批判的な教育を行うための You Tube メディア教育
の重要性に関する私見をもって本論文は、締め括られている。
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Abstract
In this speculative philosophical article, I consider what sense of educational ethics emerges 
under certain purposes in education. The philosopher of education, Gert Biesta, has noted 
that education always involves someone educating someone else with a certain purpose in 
mind toward a certain end. What we mean by “the ethical” in education no doubt depends 
upon what we assume the ends and purposes of education are. Tapping into Biesta’s 
tripartite understanding of the purposes of education, my article begins by discussing the 
two most commonly assumed ends of education, “qualification” and “socialization,” and the 
ethical limits within their approaches. I then move to consider the significance of a third 
educational purpose, one which has become less commonly invoked (even disparaged and 
wholly dismissed) in current educational discourse. However, while Biesta calls this third 
educational end “subjectification,” I in turn call this aim “becoming-singular-plural.” I do so 
in order to emphasize the primacy of “relationality” at stake in an education that seeks to 
foster our sense of being uniquely and singularly charged with responding to a 
transgenerational relationship to the world. In the last part of the article, I go on to discuss 
how the educational concern with “becoming-singular-plural” necessarily unleashes an 
ethical transgenerational thinking and attentiveness to “passing time together.” This ethical 
transgenerational thinking, I discuss, stands in sharp contrast to the narrow sense of ethics 
implied within the aims of “qualification” and “socialization,” and to our present time of 
“learnification,” when the ubiquitous pursuit of qualification (as a frantic concern with my 
sole survival and my own success) has become itself a dominant form of socialization. At 
stake, is the recovery of a more expansive sense of educational ethics that stands in 
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relation to those no longer here who hand us a world to take care of, and to those not yet 
present who will one day receive the world we are tending.
Introduction 
The question in the title of my article – ethical education? – suggests that there is 
something suspicious about simply linking ethics with education. And rightly so, for 
without the question mark we would have a declarative statement that would be too self-
assured, triumphantly assuming education’s mastery over “the ethical.” This article would 
have a very different approach to the discussion if it was entitled ethical education period, 
or ethical education exclamation mark. Invoking ethics-and-education without any 
hesitation or in a celebratory tone could ready us to commit “the worst.” Indeed, I believe 
that we would agree that in the name of education and under the guise of what claims to be 
ethical (through our overconfidence in adhering to rules or pining after virtue) many 
wrongs have been committed. Consequently, the significance of placing the question here 
is to initially prompt our suspicion about how we justify our moral norms, thus helping us 
to scrutinize the worst self-assurances and any bonne conscience that co-joining the terms 
“ethics” and “education” might lead us toward.
But, nevertheless, there is still a promise that ushers forth from this question: a promise to 
recover a sense of “the ethical” that is different from the one that a moral genealogist like 
Nietzsche would scrutinize. For, after all, in the very suspicion, hesitation and questioning 
of what goes by the term “ethical education” there is an ethical sensibility at work. We 
could insist – and, I think we should do so – that the very suspicion implicit in our question, 
our very suspicion of what claims to be ethical, is actually showcasing a form of ethical 
thinking at work. So, this type of thinking (which is vigilant, hesitates and turns our 
declaratives into questions) offers us an ethics against ethics,1 a thinking that hopefully 
neither engenders nor triumphally justifies our self-assurances or moral convictions in 
what we deem to be education. 
In what follows, I implicitly oscillate between the suspicion and the promise of the question 
of ethics and education to muse about what sense of ethics (what sense of care and 
attentiveness) emerges under certain educational purposes. Gert Biesta has noted that 
education always involves someone educating someone else with a certain purpose in mind 
toward a certain end.2 Our sense of what is meant by “the ethical” in education will no 
doubt depend upon what we assume the ends and purposes of education are thought to be. 
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Tapping into Biesta’s tripartite understanding of the purposes of education I’ll begin by 
discussing the two most commonly assumed ends of education, “qualification” and 
“socialization,”3 and the limits of their respective ethical approach (on the one hand 
procedural, on the other, substantive), which they put into play. I then move to consider the 
significance of a third educational purpose, one which is less commonly invoked in current 
educational discourse. However, while Biesta calls this third educational end 
“subjectification,” I in turn name this aim, “becoming-singular-plural.” I do so in order to 
emphasize the primacy of “relationality” at stake in an education that seeks to foster our 
sense of being uniquely-singularly-charged to respond to a transgenerational relationship. 
Such a transgenerational relationship, as I will point out, is a fundamentally responsive 
relationship. It responds to those no longer here who hand us a world, and to those not yet 
present who will one day receive the world that we tended. In the remaining part of the 
article I go on to discuss how the educational concern with “becoming-singular-plural” 
necessarily unleashes an ethical thinking and attentiveness to “passing time together,” 
which stands in sharp contrast to the ethics implied within the aims of “qualification” and 
“socialization.”
Qualification, socialization and “becoming-singular-plural”
The pursuit of “qualification” is an end towards which education is commonly assumed 
to be striving. Driven by the purpose of qualification, education is primarily understood as 
the delivery and acquisition of knowledge and skills that would render one measurably 
competent in a specific area. Under this purpose, ethical concerns (if they can still be called 
that) are purely procedural and are limited to the level of administrating rules for 
determining qualification. Ethics, in this sense, usually means ensuring the application of 
value-free standards for evaluating the effectiveness of delivering or acquiring a set of pre-
defined skills that will afford learners the basis and confidence to secure their success in a 
future good life, for example, a career.
In this rather thin manner of co-joining ethics with education a particular learner or subject 
of learning is prompted. This subject is invited to constantly innovate and improve herself 
or himself through learning and evermore learning. Drawing on Lauren Berlant’s term, a 
“cruel optimism”4 in learning takes hold as the subject is driven to value education as a 
means of managing and mortgaging her own success by securing ever more qualifications 
to find or hold onto that ideal job. The apparently benign “value-free” discourse of “life-
long learning,” for example, is peddled under the guise that amidst today’s constantly 
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changing circumstances, individuals, in order to succeed in their jobs, need to learn how to 
constantly learn regardless of the content. Emphasizing learning as a transposable mode 
that can meet any situation promises that our ability to constantly learn will allow us to 
acquire whatever qualifications we might need to adapt to (and survive) an ever volatile 
and menacing market. The cruel paradox here is that under “late capitalism” this optimism 
in learning quite literally indebts us to an impossible normative narrative of success. All 
such optimistic gesticulations and solicitations ultimately wear us down and lock us down, 
as it were, within the privative principle that tells us that it is all up to the individual to 
innovate and improve, and to keep innovating and improving herself through learning and 
attaining ever more qualifications. Putting the burden of such optimism on the individual 
consequently alienates and isolates one from what it might mean to co-exist with one 
another and to undertake a more worldlier sense of education that goes beyond the 
concern with one’s mere survival.
Caught in the endless pursuit of self-improvement and of managing oneself for success in 
the job market, we admittedly end up losing not only something of ourselves, but also 
something worldly and fundamental about education itself. The cruel irony here is that this 
optimism in education ends up usurping what is “educational” in education. Today’s 
optimism in education, with its emphasis on “answering everything there is to say about 
education in terms of individual learners” and how processes of learning can secure 
personal success, leads to the “learnification of education.” According to Biesta, this term 
signals a time when “the language of learning makes it difficult if not impossible” to speak 
about the substantive purposes of education,5 and the role that education plays (or should 
play) in tending to and forging a common world beyond the economy of survival. This 
emphasis on “learning” and qualification, which narrows ethics to procedures for ensuring 
one’s success, basically emphasizes the individual in isolation and also accents 
instrumental self-serving approaches over existential and interpretative world-building 
endeavours.
In another end, education is also commonly thought to teach for “social reproduction” 
and “socialization.” There are many variations on how an education should undertake to 
reproduce society, some of them with very noxious assumptions and manifestations (I’m 
thinking here of residential schools in Canada, among many other experiences). However, 
the relatively recent interest in how education is vested with cultivating values and critical 
capacities to reproduce democratic society and tradition, stands out as an exemplary 
approach. For example, Martha Nussbaum champions an education that draws from 
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representative texts and figures (characters and situations encountered in and through 
literature and philosophy) to cultivate moral dispositions for self-reflection, empathy, 
compassion, dialogue and reason. According to her, such representations and figures offer 
“ethical” models for us to contemplate, which are essential for consciously reproducing a 
democratic society based on deliberation and mutual respect. As she puts it, we ask 
“education to contribute a general preparation for citizenship, not just specialized 
preparation for a career… to extend the benefits of this education to all citizens, whatever 
their class, race, sex, ethnicity, or religion.” She goes on to note that through education 
“we hope to draw citizens toward one another by complex mutual understanding and 
individual self-scrutiny, building a democratic culture that is truly deliberative and 
reflective, rather than simply the collision of unexamined prejudices.”6 The ethical, in 
Nussbaum’s sense, would thus involve us in rationally committing to and reproducing 
democratic norms, desirable characteristics and civic virtues that we can come to know 
through our critical capacities for deliberation and through our immersion in a culturally 
expansive cosmopolitan repertoire. Facing contrasting ideas in the classroom or in texts 
and having to rationally justify and test our own claims and intuitions alongside others 
consequently nurtures in us a way of living with others in mutual (rational) respect. Such 
an education would help us to consciously commit to reproducing the project of sustaining 
an ever-growing plurality that is evermore essential for a democratic society in a 
cosmopolitan world.  
The concern, like Nussbaum’s, for how education might reproduce a democratic ethos is 
laudable enough. Yet, it is important to note that social reproduction inevitably implies 
fitting or making newcomers (the child-student) adapt to an already existing (structured) 
social order with all its problems, limitations and exclusions. Education’s imbrication with 
the aim of social reproduction is thus always to some extent politically driven, orienting 
society in a certain direction over another, consequently drawing lines of inclusion and 
exclusions in particular ways. Those arguing from the deliberative democracy perspective 
might respond that fostering the skills and capacity for empathy, compassion and critical 
dialogue (liberal virtues) in students will allow for conscious (rational) social reproduction, 
thus averting any straightforward insertion of newcomers into existing ways of doing and 
thinking that would replicate the exclusions of the status-quo. However, having faith in the 
universal desirability and neutrality of deliberation (alongside liberal virtues) already 
assumes a particular order of being, doing and thinking (though unacknowledged) to which 
subjects must commit at the risk of exclusion. Deliberation and its accompanying virtues 
are simply presented as a logical necessity that no one invested in the process of democratic 
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social reproduction would reasonably deny. This account admittedly disregards the moment 
of closure and exclusion in which a political decision to re/produce a particular type of 
subjectivity and social order takes shape, thereby dodging political questions, such as 
regarding the specific orientations and decisions taken that could have been otherwise. 
The third purpose of education, the one that I will more fully engage in the rest of the 
ar ticle,  is admittedly rather elusive and has to do with what Biesta terms 
“subjectification,”7 or, what I choose to call (drawing from another lexicon) “becoming-
singular-plural.”8 This involves the ways in which education contributes to the formation 
of a certain sense and sensibility for a person to become-singular-plural, that is, for a person 
to become uniquely-singularly-charged in relationship to others and the world.9 In contrast 
to cultivating desirable skills and characteristics for one’s own success and/or to reproduce 
a certain vision of society, education here has to do with the allotment of a time and place 
in which the singularity, irreplaceability and particularity of each person can emerge as 
they find themselves in a responsive relationship to a transgenerational covenant that is 
charged with tending the world. To be clear the sense of singularity prioritized here 
emerges not from acquiring skills or by cultivating civic virtues, but by becoming 
responsible to the call of the other (“whether already dead or not yet born”)10 and to the 
world that the other opens for me. Education, I want to propose, is thus, the place and time 
in which we can sense our exposure to the other and to a world that calls me out in a 
singular way: calls me out to attend to what is at risk of being lost, to what needs my 
tending, my mending and my time. Education in this sense invites each one of us to 
become existentially unique through our attempt to respond, to turn towards and to care 
for the world to which it introduces us: a world that is precarious, that wears down and is 
in need of tending, repair and renewal, as Hannah Arendt would say. When education is 
thought in terms of what contributes to our “becoming-singular-plural” (to our becoming 
uniquely-charged through our relation to others and the world) an ethical thinking and 
attentiveness is unleashed that stands in sharp contrast to the sense of ethics implied 
through the purposes of “qualification” and “socialization.”11
The ethical thinking and attentiveness unleashed when we attune ourselves to this other 
end in education consequently urges us to be suspicious of prioritizing the purposes of 
“qualification” and/or “socialization.” It would raise concerns for how our sense of 
becoming and responsibility for the world gets enframed and foreclosed when education 
privileges training or socialization: when the educational gets reduced to procedures and 




I want to propose that in contrast to approaching what the ethical might mean to education 
through the ends of attaining “qualification” and/or “socialization,” an education that seeks 
to contribute to our “becoming-singular-plural” requires an ethical attentiveness to our 
being-with and amidst the always more of the world (alterity). Indeed, as the educational 
thinker Roger Simon once noted, education is educational when it exposes us to an 
unknowability that exceeds my grasp and cognitive categories, “for only that which I think 
not, which I am not already capable of speaking of, only that which does not repeat the 
Same, can break open my present and teach me, can give me the possibility of responding 
anew to its solicitation.”12 Ethical thinking in this sense not only would attune us to the 
unknowability that cuts through our coming together as teachers and students, but also 
would attune us to respect the implicit unknowability (the more than I can know or can 
grasp) that is inherit in receiving and passing on the world: a world that survives and has 
significance because it transcends the understandings and life-span of any one generation. 
Education is thus the place where we inherit and learn to “pass-on” the world, not simply 
as bits of knowledge or information that I grasp to serve myself and my time, but with an 
expansive sense of responsibility. Such a sense of responsibility uniquely falls upon us for 
guarding the traces left behind by those no longer here but who have nonetheless handed 
us a world, and for preserving a place-to-come for those not yet present who will one day 
receive the world we tended. In what follows below I discuss the above noted ethical 
thinking that is put into play, looking specifically at the educational imbrication with the 
transgenerational sense of “passing-on” and education’s implication with “worldly 
immortality.”
The educational ethics of “passing-on”
Education, at a very basic level, strives to assure the continuation of a common world, 
“passing on” from generation to generation an interpretative repertoire that can sustain 
and expand our sense of belonging to a world of significance. By virtue of “passing on” and 
giving to others what has already been received, education seems to offer a place for a type 
of “organized remembrance” or “inheritance.”13 The remembrance and inheritance that 
take place in education, however, are never consolidated or finally stored away. Rather, 
remembrance and inheritance become educational precisely when what is being 
remembered and inherited is restated and re-signified in a different context. In other 
－ 281 －
Ethical Education? Recovering the sense of a transgenerational and worldly ethics in education
words, given that the process of transmission (as paradosis or as giving over) is enacted 
through language, what is “passed on” through education is necessarily open to varying 
interpretations, recitations and transformations: hence, to the possibility of iteration. In 
this sense, what is “educational” in education (what truly teaches us) involves engaging 
the past and the present with “something more” than itself, with something hopeful, with a 
transgenerational interpretive practice that implicates our time with the fact that for it to 
meaningfully survive we must “pass on” – that we in turn iterate, rather than merely repeat 
the Same.  
Our present must “pass on” (in all senses of the word); that is, our present must inherit 
the past (as something readable and transformable) to pass it on, and, at the same time, 
prepare for its own passing, in which it itself is handed over to the unpredictable birth of 
another.14  Here, education bears a remarkable affinity to how life inevitably passes 
something of the past on to the future, at the same time that it “passes on” or dies for the 
sake of the future. Moreover, beyond tending to what bridges generations across the abyss 
of birth and death, education also binds us together in the very moment of its passing-on. 
In other words, we have to appreciate that at a very basic level education is constituted by 
the flow of our passing time together. That is, that through an education we become, 
together, temporal. Education is where we literally pass the time together (in all senses of 
the term). We hang-out for hours a week, we make time for each other and together we 
spend our time working through common material, giving time to what is not here – to the 
past and to the future. And our passing time together through an education enables us to 
possibly feel our fleeting togetherness and its significance, and so share in the sensibility 
and chance of saying: yes, “we” are together in this world right now passing time. And in 
saying so, and in saying so many things by our passing time together, we might come to 
feel a bond to each other and to the world that outlasts even death, that gives us a surplus, 
a dividend, a something more, an “over-life” that would exceed the cruelty of merely 
serving necessity.15
Education as a place, perhaps the place, chiefly vested and concerned with “passing on” 
does not (thankfully) strive to teach us how to live (finally) or, even, how to die (finally). 
Rather, as an exemplary place of “passing-on,” education invites us to affirm the “living-
on” of the ethical question of what it might mean to live together: to forge, sustain and 
pledge something of significance in common (across generations and beyond my time) 
amidst what is constantly passing away: against the ruin of time. 
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Drawing on Jacques Derrida’s notion of “survival,” we could say that education, concerned 
as it is with the possibility of “passing on,” gives us a chance to affirm the idea of our world 
and our love for the world as surviving, as “living-after-death” and in excess of death.16 
Education, because it allows us the possibility to become concerned with what it means to 
“pass on,” seems to bring us together in a peculiar type of hopeful ethical affiliation that, 
borrowing from Derrida again, is forged on the “anterior affirmation of being-together in 
allocution.”17 This affiliation is forged not through familiarity or through any straightforward 
will but through finding ourselves already charged and called out to accept our implication 
with “passing on.” That is, we have here an affiliation forged across different times – before 
and after my time – during which each generation stands apart from all others but is still 
charged (like all others) with maintaining the hope of a common world to pass-on. This 
“charge,” this feeling of “allocution” that the world might “live-on” after all, forges an 
affiliation (a covenant) that is “infinitely larger and more powerful” than any one present: it 
thus allows us to sense what might be other than ourselves, a “plus que vie,” a “something 
more,” that hopefully and thankfully can survive me.  
However, our “present optimism” in learning, driven as it is by the logic of “learnification,” 
knows not how to ethically think of the “educational” as something that necessarily points 
beyond the present to “something more.” The cruelty of our present optimism in learning, 
I want to suggest, is precisely cruel because it is not hopeful; it is cruel because it self-
encloses education in the fears and delimitations of a present that has no sense of its 
implication with the larger transgenerational significance of affirming our “passing on,” or 
of even valuing the simple fact of our passing time together. That is, under our “present 
optimism” in “learnification,” education gets locked into and becomes exclusively defined 
by the present short-term impulse to acquire qualifications, knowledge and skills that 
would allow the individual “to make it” in the fierce atmosphere of today’s job market. The 
fleeting, privative and self-serving optimism of our time renders education temporally 
insignificant and ultimately alienated from a sense of having anything to do with sustaining 
something larger and more durable than our immediate interests. Education, thought of 
today as simply the pursuit of qualifications (as the acquisition of knowledge and skills that 
would render one measurably competent to perform a specific task), does not tend to the 
world and its vastness (its history), but rather serves the limited, short time (the 
individual’s lifespan) of the optimistic job seeker. 
Education as an optimistic pursuit for “self-betterment” thus gets caught up in and is 
primarily defined as a “process” that vows to equip individuals with the skills for adapting 
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to the cyclical activity of sustaining our individual “survival” and “mere life.” The prevalent 
sense of learning motored as it is by the optimism of creating individuals that can be ever-
more flexible and efficient, who can ceaselessly adapt and innovate to the needs of life 
under “late capitalism,” risks completely occluding public and durable (trans-generational) 
questions regarding what education might or should be for. Instead of asking after “who are 
we” and “who will we become,” through this pervasive sense of education, we end up with 
a purposeless notion of the learner as a perpetual opportunist. In this sense, we relinquish 
that education, or a person undergoing an education, should be committed to any long-term 
common undertakings. Even the antiquated and often problematic myths surrounding 
education’s role in nation building, progress or social reproduction through rational 
deliberation, which once promised a kind of “common” trans-generational cohesion, seem 
to no longer hold sway.
Today’s optimism in undergoing an education seems to exclusively serve the present 
interest of securing individual success above all else; such a “cruel optimism” in education 
symptomatically reflects, in Berlant’s words, “the strategies of survival and adjustment we 
have developed for living in the present.”18 To press Berlant’s point, survival can only 
mean adjusting one’s optimum place in the world as it presently is, as it can only be by 
necessity, that is, with no concern for the “over-life” or for what Derrida terms 
“survivance,” the “something more” that outlasts death. 
Utilizing education to optimize the individual’s survival and adjustment to his or her 
immediate circumstances has to do with the serious business of learning to adjust to an 
environment in which life seems to be under perpetual threat (where one fears the threat 
of one’s job, of not being competitive, of not keeping up with one’s colleagues). This 
emphasis on learning (for securing “my survival” and “my success”) renders absurd our 
finding any significance in simply passing time through an education. What risks becoming 
completely trivial and almost un-communicable here is that feeling that arises when we 
pass time through an education: that sense that through an education we can become 
bounded together, temporally, to something more than what is here and now and for me, 
something which I do not have, nor can I simply give myself, something that emerges 
when we love things together that are other than for myself: in a word, the “world,” at 
least in Hannah Arendt’s sense of it.     
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Education and the ethics of worldly immortality
To counter the cruel educational optimism of our time necessitates our breaking out of the 
trappings of a self-enclosed present and tapping into the “plus que vie,” the something 
more in excess of death; to this end, we need to consider an ethical sense in education that 
ultimately has to do with that which, in the words of Arendt, “transcends the lifespan of 
mortal men”19 We need to consider that what is truly “educational” in education involves a 
concern and ethical reckoning with “immortality.”20 There is nothing theological or 
otherworldly about this claim. Education is concerned with the immortal since education is 
a means in which the world ensures its continuity, and in which “things are saved from the 
destruction of time.”21 If education is to have any ethical meaning (any relational worldly 
sense) it cannot simply be erected for one generation and only of concern for the optimism 
and short-term interests of those presently living. What is educational must outlast and 
exceed our own lifespan and reach into the past and future alike, since it involves tending 
to something that was there before we came into the world and something that will 
presumably, hopefully, outlast our brief appearance in it. While ultimately nothing human 
will be able to withstand the ruin and wearing down of time, education provides a place 
where we can maintain and give shelter to something that sustains the hope and 
affirmation of nevertheless “living-on” with significance. In other words, education gives 
us a place that can shelter a repertoire of common visions and aspirations that can be 
brought into meaningful configurations culled from the meaningful patterns of the past to 
help us tend, mend and repair a world that wears down. 
Linking education and worldly immortality, with that which spans beyond any one lifespan 
or any one-generation, allows us to tap into an ethical way of thinking that is “hopeful” 
rather than fleetingly optimistic. A transgenerational ethical hope arises for us when we 
consider that what we might build and tend to through an education is not merely confined 
to our own individual, short lifespans but surpasses our transient existences and can 
become part of a larger world. Thinking of education in this way, tending to an ethical 
transgenerational sense of education as that which lies beyond the optimism of my own 
lone success, helps, it would seem, to guard against the fleetingness and meaninglessness 
of individual life. What is educational in education, that is, what offers an ethical approach 
to education, exceeds “my time” and helps to give meaning and hope to a person’s 
existence beyond the perishable and temporally insignificant ego. It thus helps us to “pass 
on.” In other words, what is educational initiates us into a common world that uniquely and 
singularly involves me, charges me, but thankfully is more than me or just for me and my 
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time.
Because this ethical sense of education points beyond my needs and my short-term 
interests it saves me from the cruel depravity of isolation and offers me the hope of being 
part of a world. This involves the ways in which education contributes to the formation of a 
certain sense and sensibility for a person to “become-singular-plural,” that is, for a person 
to become uniquely-singularly-charged in relationship to a world that others across time 
have tended and that requires its passing on. Education thus has to do with the allotment 
of a time and place where the singularity, irreplaceability and particularity of each person 
can emerge through being in a responsive transgenerational relationship to others and the 
world: to a sense of worldly sur-vivance forged by our “being-together in allocution,”22 our 
feeling bounded to one another across time through our being “charged” to take care of the 
world.
The sense of singularity prioritized here emerges not from actualizing one’s own potential 
for learning, or in acquiring habits-of-mind for deliberation or even by cultivating civic 
virtues in the self, but by finding our-selves already responsible – finding our-selves 
relationally “impinged,” “charged” in “allocution” – to the transgenerational call and pull of 
the world. At issue here is an ethical way of engaging with the purpose of education which 
does not simply appreciate that our own becoming through an education always takes place 
in what already has begun (in what has already been passed to us). Rather, our “becoming” 
becomes precisely “singular,” and hence an educational event, when my being (which is 
already in relation to other beings) senses its unique charge with tending to that which is 
passing-away and with tending to the fragility of the world that needs my time and 
attention for it to “pass on.”
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（ 1 ） 同日に 2 つの講演が開催されていたにもかかわらず、一方では、午前の講演原稿の翻訳が昨年
度の『教育学論集』第 70 号に掲載されて、他方では、午後の講演原稿の翻訳が一年遅れで同論集
第 71 号に準備されることになったことについて、その理由を簡単に説明しようと思う。午後の講
演「教育プロセスと陶冶プロセスにおける 3 つの作因」の内容は、2017 年 10 月 25 日現在では、「教
育プロセスと陶冶プロセスにおける 3 つの作因とそれらの教授学、授業研究、そして経験的な陶











　　第 70 号には、午前の講演会場を B303 と記載しているが、これは B301 の誤りであった。ここで
訂正させていただく。
（ 2 ） L・ヴィガー／山名淳／藤井佳世（編著）『人間形成と承認――教育哲学の新たな展開』（北大











ば、教育理論（Theorie der Erziehung）、陶冶理論（Theorie der Bildung）、そして
教育制度の理論（Theorie  pädagogischer Institution）を指している（4）。




















（ 3 ） Herbart, J. F.: Allgemeine Pädagogik, aus dem Zweck der Erziehung abgeleitet （1806）. In: 
Asmus, W. （Hrsg.）: Johann Friedrich Herbart Pädagogische Schriften. Düsseldorf und München 
1965.（三枝孝弘訳『一般教育学』明治図書、1969 年、15 頁。）
（ 4 ） Benner, D.: Allgemeine Pädagogik. Eine systematisch-problemgeschichtliche Einführung in die 
Grundstruktur pädagogischen Denkens und Handelns. 8. Aufl. Weinheim und Basel 2015.（牛田伸
一訳『一般教育学――教育的思考と行為の基礎構造に関する体系的・問題史的な研究』協同出版、
2015 年。）
（ 5 ） Roth, H.: Erziehungswissenschaft, Erziehungsfeld und Lehrerbildung. Hannover 1967. ロートの
詳細については、例えば以下を参照。平野正久「教育人間学の課題と方法 ―― H. ロートの所論を











































































































































































ん（Platon: Politeia 518 d.）。この向け変えの技術でプラトンが理解していたのは、視
点を転換する実践でした。この実践の陶冶的な力の出所は、教育者からだけでも学習
者からだけでもなく、その力は「教育」と「陶冶」の 2 元論によっては把握できな























































































　それゆえ、経験的方法による陶冶研究が、2000 年の PISA 調査で書き言葉のコン
ピテンシーを読解コンピテンシーの形式においてテストして、「正書法規則の知識」
という言語学的に記述できる部分コンピテンシーを調査しなかったのですが、これは
































































テーゼ 4 ：授業の計画、実施、そして調査研究の際には、すでに挙げられた 3 つの
作因と基礎知識、判断コンピテンシー、そして参加ないしは行為構想コンピテンシー





















いての批判は Jank/Meyer 1991 を参照）。
　これに対して、教授・学習プロセスの評価の領域における進歩は、経験的方法によ













（Cortina 2016, S. 37）。また、比較測定の結果を、もはや人生全体に有効となる調査




的方法による陶冶研究という不毛な 2 元論の克服にあるとしています（Benner 













































　DFG（ドイツ研究振興協会）が助成した 2 つの研究プロジェクトであった KERK













































回答、そして示すことの構造を方向づけることができるものです（vgl. Kaiser 1972, 
Benner 2017）。
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The Role of Higher Education 
in Supporting the UNESCO ASPnet: 






































うことで、ESD とならぶユネスコの基幹教育プログラムである GCED についてご紹
介いたします。
　ESD（持続可能な開発のための教育）につきましては、来月 11 月 23 日に創価大学













1 ．ユネスコスクール （ASPnet） とは
　ではまず、ユネスコスクールとは何かをご説明させて頂きます。ユネスコというの
は国際連合の専門機関です。国際連合教育科学文化機関（United Nations Educational, 









　ユネスコスクールは通常「ASPnet」と略称されます。これは UNESCO Associated 
Schools Project Network を略したものです。日本語ではユネスコスクールと言うの
ですが、実はこれは日本語特有の言い方であって、海外で UNESCO School（s） と言っ
ても、あまり通じません。ユネスコの国際会議ですと、「ASPnet」という言い方が一
般的です。ただし、この略号の一部をなしている Project という単語は現在の正式表





















の中に平和のとりでを築かなければならない」（Since wars begin in the minds of 






















　ユネスコスクールは 1953 年に、最初は 15 カ国 33 校という小規模なプロジェクト
として出発しました。しかし、このユネスコスクールという世界的な学校間ネットワー
クはその後、劇的な発展を遂げます。今年 2018 年 9 月現在、ユネスコスクール加盟
校は日本国内だけで 1,149 校あります。世界全体ではユネスコスクールは 182 カ国に
あり、約 11,500 校が加盟しています。つまり日本のユネスコスクールは世界全体の
















































































よう風潮が広まっていきました。それと連動するかのように、1970 年から 2000 年ま
での 30 年間、日本のユネスコスクールは停滞期に入っておりました。当時、日本国
内のユネスコスクール加盟校数は 20 校前後に留まっておりました。
　この状況は、21 世紀に入って急変します。きっかけは、先ほど申しました 2000 年
に国連が出した国連ミレニアム目標（MDGs）でした。そして、その流れを受けた「持
続可能な開発のための教育（ESD）」がユネスコスクール再活性化の大きな起爆剤と





　具体的には 2005 年から 2014 年までの 10 年間が「国連 ESD の 10 年」（UNDESD: 











な再活性化を果たしました。そして 2000 年の時点ではわずか 24 校だった日本のユネ

































































































そ の 主 催 団 体 な の で す が
APCEIU というユネスコの研究
所があります。これはユネスコ・アジア太平洋国際理解教育研究センタ （ーAsia-Pacific 













　GAP と書いてあるのは、「国連 ESD の 10 年」という公式の重点期間が 2005 年か




変わりはないので、2014 年の時点で ESD の後継プログラムとして、グローバル・ア
クション・プログラム（GAP: Global Action Programme）がこのときに立ち上がり
ました。内容的には、ESD の視点や課題を引き継いでいます。
　それから私が個人的に非常に関心を持っていますが、地球市民性を育てていく地球




















い ま す。2013 年 か ら 2022 年 が、「 文 化 の 和 解 の た め の 国 際 10 年 」（IDRC: 

























　ただ、ここでよく誤解があるのですけれども、ESD と GCED はどちらが大事なの
かとか、どちらのほうがよりユネスコスクールにとっての本質的なテーマか、という
ようなことが時々問題になったりするのですが、私から言わせると、それは正しい問
ではありません。ESD と GCED の両者は不即不離の関係にあるプログラムであって、
非常に相互依存的なわけです。ですからユネスコも現在、両者のアプローチの統合を
考えているということです。

















PPAP という動画で一躍有名になりましたければども、この PPAP パート 2 として
Public and Private Action for Partnership という SDGs を紹介する 1 分程度の動画
を外務省の依頼で作成しております。これも YouTube ですぐ見ることができますの
で、ぜひご覧になってみて下さい。
　もう一つの歴史的文書が、ユネスコ 21 世紀教育国際委員会が 1996 年に出した『学
習』という本です。ジャック・ドロールという EU 委員長も務めた方がこのユネスコ
国際委員会の委員長になってまとめられた報告書ですので、『ドロール報告書』とも









































　それはなにかというと、まずは知ることの学び Learning to know があります。そ
れから行為することの学び Learning to do 。生きることの学び Learning to be も欠
かせません。この 3 つの学び、つまり「知」know、「行」do、「生」be というのは、
ある意味で認識論、倫理学・存在論という哲学の古典的なカテゴリーに対応している
ように見えます。ところがここで一際ユニークな視点を提供しているのが、「共生す



























































シアティブ」（GEFI: Global Education First Initiative）を提唱したのが始まりです。
ここでパン・ギムン事務総長は、人類社会の諸課題を解決するための最も有効な取り
組みは教育であることを主張し、さらに教育が直面する最も重要な優先課題として、

























































































































先ほども触れたように、今年（2018 年）の 12 月 8 日の横浜で「第 10 回ユネスコスクー
ル全国大会」が開催されますが、これのアフターイベントとして、翌日 12 月 9 日に





























































































第 1 回から第 4 回までは「ユネスコクラブ全国サミット」は玉川大学で行いました
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